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Abstract 
 
Understanding the Role of Peer Mentoring in Supporting Chinese Freshman 
Undergraduates’ Acculturation: A Case Study 
 
Julia LaRosa 
The assimilation process into American university life for many international 
students from China is often stress-filled due to vast differences in academic and socio-
cultural backgrounds. With the double-digit growth in enrollment of international 
students from China in recent years, it is prudent for universities to determine the 
practices that support these students.  Existing research suggests that social adaptation 
may be the most critical element for an international student’s overall university success 
(Wang & Mallinckrodt, 2006).  Additionally, in recent years, employing peer mentors as 
support for freshman college transitions has been a popular university strategy, since 
enlisting experienced upperclassmen as role models for new students has shown to 
produce improved academics, student satisfaction, and retention (Collings, Swanson, & 
Watkins, 2014; Hall & Jaugietis, 2010).  However, little is known about how 
undergraduate Chinese-born students perceive and experience peer-mentored support 
while acculturating into an American university.   
  This case study explores the impact of peer mentors on the acculturation of 
Chinese-born international students who participated in a supplemental developmental 
course during their freshman year.  The BUSN T180 course provided peer-led and 
faculty-facilitated experiential activities during fall and winter terms, delivering 
additional opportunities for Chinese-born students to practice and explore key concepts 
while developing necessary student competencies.  The following primary research 
question and sub-questions were explored:  
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1. How do Chinese-born undergraduate students perceive and experience peer-
mentoring support while they acculturate into an American university? 
(a) How do Chinese-born undergraduate students describe the influences 
of their relationships with peer mentors?   
(b) How do peer mentors describe the influences of their relationships on 
Chinese-born undergraduate students?  
(c) How do Chinese-born undergraduate students describe the impact of 
peer mentors on their academic adaptation to their American 
universities?   
(d) How do Chinese-born undergraduate students describe the impact of 
peer mentors on their socio-cultural adaptation to their American 
universities?   
This research study was informed by student development, acculturation, and peer 
mentor theories.  The researcher conducted 28 one-on-one interviews with Chinese-born 
students who participated in the BUSN T180 program during their freshman years, from 
2013 through 2016.  One-on-one and focus group interviews were also conducted with 
ten peer mentors who participated in the program from 2013 through 2016 to validate the 
student findings.   Upon coding and analyzing data for emerging themes and recurring 
ideas, the following six themes related to how Chinese-born students perceived and 
experienced peer mentors emerged: 1) Instruction, 2) Valuable, 3) Foundational, 4) 
Friendly, 5) Influential, and 6) Responsive.  The following results also emerged:  
1) Most Chinese-born freshman undergraduate students valued the support they 
received from their formally assigned peer mentors.  
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2) Peer mentors’ deliberate, specific instrumental guidance helped improve 
Chinese-born students’ language proficiencies and guided their academic 
adaptations while mitigating acculturative stress.  
3) Working closely with peer mentors, Chinese-born students were better able to 
orient to the university “system,” navigate academic differences, and make 
meaningful college connections.  Frequently, the skills and knowledge they 
acquired from their peer mentors served as a cornerstone for their successful 
college adaptations.  
4) Working with successful, friendly, encouraging, and responsive peer mentors 
helped motivate engaged Chinese-born freshman students and provided them 
with a sense of ease while transitioning to their new academic environment.  
5) Working in small groups led by peer mentors, students were provided a safe 
environment that enhanced learning and helped them develop meaningful 
language proficiencies.  
6) Successful experiences and meaningful relationships with peer mentors 
provided students with a sense of academic and socio-cultural 
accomplishment, which helped boost their confidence. 
Recommendations for practical action are made for college administrators, 
student services personnel, advising staff, and college faculty from universities with 
significant Chinese-born student populations.  The study concludes with 
recommendations for future research to include understanding how cross-cultural 
competencies can be expanded at diverse campuses, how attending high school in the 
United States supports academic acculturation for Chinese-born freshman college 
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students, and the cross-cultural impact on peer mentors and student leaders who support 
international students. 
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Chapter 1: Introduction to Research 
In recent years, there has been a significant shift in higher-education student 
demographics due to the increased enrollment of international undergraduates from 
China.  During  the 2014/15 academic year, students from China comprised 31.2% of all 
international students attending college in the U.S., for a total enrollment of 304,040 
students (Institute of International Education [IIE], 2015).  Higher-education providers in 
the U.S. can expect a strong demand from international students over the next ten years 
(IIE, 2015).  Domestic student admissions are decreasing for many American 
universities, so the recruitment of foreign students has become big business (Bodycott, 
2012).  The U.S. Department of Commerce estimates that native Chinese students in U.S. 
colleges contributed $11.43 billion to the U.S. economy in 2015 (IIE, 2015).   
Bertram, Poulakis, Elsasser, and Kumar (2012) note that the degree of academic 
success for an international student is multi-faceted, indicating that students from non-
Western backgrounds experience higher levels of adjustment difficulty that are likely due 
to vast differences in instructional pedagogy and socio-cultural norms.  Bodycott (2012) 
states that this transformation in higher-education student demographics provides both 
challenges and opportunities; however, there is concern that universities may be 
unprepared to understand the acculturative needs of the foreign-born Chinese student 
population. 
Peer-mentoring programs have become an integral strategic component adopted 
by higher-education institutions to aid students’ successful transitions to college (Hall & 
Jaugietis, 2010).  Such programs are ubiquitous in higher education because of mentors’ 
perceived positive effect on helping students confront challenges, especially during their 
16 
 
first years of college (Hall & Jaugietis, 2010).  Peer mentors buffer the stress of the 
student’s transition to college through relational engagement, which suggests that peer 
mentors aid new students in integrating into new environments while helping mitigate the 
transition’s negative effects (Collings, Swanson, & Watkins, 2014).  The direct effects of 
peer-mentoring support on student academic performance have not been fully 
substantiated; however, it remains a widely used practice in higher education (Hall & 
Jaugietis, 2010).   
The significant change in student demographics offers important cross-cultural 
opportunities and challenges for American universities (Bodycott, 2012).  In light of the 
influx of international students from China, many current researchers have issued a wake-
up call to U.S. university administrators, claiming they need to adjust policies and 
practices in order to support these students (Bertram et al., 2014; Bodycott, 2012; Heng, 
2015).   
Given the growth in the number of students from China attending American 
universities, supporting their college transitions and successful academic performance 
seems a reasonable pursuit.  American universities must provide the needed support or 
they run the risk of lower retention and graduation rates for these students, as well as 
diminished student satisfaction.  Providing peer-mentoring support for international 
students seems to be the practical choice; however, little is known about how 
international students will perceive and experience peer mentoring as they acculturate.  
Statement of the Problem to be Researched 
Despite the popularity of peer mentoring as a strategy for providing successful 
college transitions within American universities, little is known about how Chinese-born 
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undergraduates perceive and experience peer-mentoring supports while they acculturate 
into an American university. 
Purpose 
The purpose of this research study was to understand how Chinese-born 
international undergraduates perceive and experience peer-mentoring supports as they 
acculturate into an American university.  This study sought to offer research insights 
from the vantage point of Chinese-born students and how they describe the support of 
peer mentors while adapting to college life in the United States.  Chinese-born students’ 
experiences with peer mentors were studied to draw conclusions on the practice’s 
usefulness in supporting student acculturation.  Additionally, peer mentors associated 
with Chinese-born students were studied as a means to cross-validate the influences of 
their relationships on the international students’ acculturative experiences.  Chinese-born 
students’ reflective discussion posts connected with the BUSN T180 peer-mentored 
course were analyzed to further validate and substantiate the findings. 
Significance 
The acculturation of Chinese-born students to colleges in the United States is a 
complex, dynamic, and non-linear process (Bertram et al., 2012; Deng & Walker, 2007; 
Rienties, Beausaert, Grohnert, Niemantsverdriet, & Kommers, 2012).  According to 
Rovnick (2012), Chinese-born students’ traditional mode of rote learning is not well-
suited to American universities’ instructional pedagogy.  Furthermore, the degree of 
academic success for a Chinese-born student is multi-faceted and international students 
from non-Western backgrounds struggle to integrate into the American education system, 
consequently experiencing higher levels of adjustment difficulty (Bertram et al., 2012).  
To excel in American universities, international students from China are expected to 
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abandon their behavioral norms and adapt to unfamiliar Western models of academic 
behavior (Wang & Mallinckrodt, 2006).   
This research can be used by university administrators, faculty, advising staff, 
student services, and residential staff from universities with significant numbers of 
Chinese-born students to gain a richer understanding of the influences of mentoring 
relationships on these international undergraduates.  While there is evidence that 
American universities that successfully recruit and support Chinese-born students 
typically maintain their overall student enrollment, it is unknown which policies and 
practices most benefit these students (Rovnick, 2012).  While the optimization of student 
retention is of key significance to this study, supporting successful college experiences 
for Chinese-born students is also a goal for many American universities.  Unfortunately, 
Chinese-born students’ needs are not well understood by faculty and staff from American 
universities (Bertram et al., 2012). By means of the present study, university 
administration and staff may be better able to devise strategies and policies that support 
Chinese-born students using peer mentors.  Furthermore, insights about the relationships 
between peer mentors and Chinese-born students may be useful for university housing 
staff, as well as other university student service providers who are in contact with this 
international student population and wish to support their college assimilation. 
Peer-mentoring programs have become increasingly integral components to aid in 
successful college transitions into American universities.  However, there is a lack of 
research on whether peer mentoring can be successfully utilized to support Chinese 
students’ assimilation into American universities, because the international demographic 
shift among undergraduate student populations is still a recent occurrence.  More than 
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300,000 students from China are currently studying in the U.S., which represents an 11 
percent increase over 2014.  The contrast of current enrollment trends with Chinese 
student enrollment in 2000 (roughly 60,000 students) underscores the recentness of this 
population growth (IIE, 2015). 
A significant body of evidence on the practice of peer mentoring exists, but none 
of it provides definitive proof on the effectiveness of this practice for Chinese-born 
students (Hall & Jaugietis, 2010).  It is uncertain whether the utilization of peer mentors 
will reinforce a successful transition for students from China because their adjustment to 
American universities is complex and varies from that of domestic students. 
Tinto’s student integration theory (1975) states that whether a student persists or drops 
out of college is strongly predicted by the degree to which that student is integrated 
academically and socially within the institution.  Supportive social networks are so 
important that they act as predictors for retention and graduation (Tinto, 1975).  
Additionally, research indicates that when international students establish meaningful 
social supports, they struggle less with academic pursuits (Sam & Berry, 2010).  Student 
involvement in the university matters, especially during the first year (Tinto, 1975).  
Bodycott (2012) explains that when Chinese-born students successfully adapt to 
American university life during the first year, they are also more likely to persist and 
graduate.  
The consequences of this research study may be critical to universities that want 
to grow and support their ever-expanding Chinese international student populations.  
Understanding the impact of the peer-mentoring model on Chinese undergraduates’ 
acculturation into American universities fills a void in the current research, provides a 
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deeper appreciation of international students’ experiences, and contributes insights into 
possible best practices for higher-education institutions to implement. The process of 
aiding Chinese-born students’ in their university assimilation and determining whether 
peer mentors’ support is useful is thus a critical topic of study.  
Research Questions 
 The following primary question and sub-questions guided the present research 
study: 
 Primary Question: How do Chinese-born undergraduate students perceive and 
experience peer-mentoring support while they acculturate into an American university? 
(a) How do Chinese-born undergraduate students describe the influences of their 
relationships with peer mentors?   
(b) How do peer mentors describe the influences of their relationships on 
Chinese-born undergraduate students?  
(c) How do Chinese-born undergraduate students describe the impact of peer 
mentors on their academic adaptation to their American universities?   
(d) How do Chinese-born undergraduate students describe the impact of peer 
mentors on their socio-cultural adaptation to their American universities?   
Researcher Stances and Experiential Base 
The researcher views herself as a social constructivist.  As an individual, she 
seeks to understand the world in which she lives and works; as a social constructivist, she 
relies heavily on participants’ views when conducting qualitative research.  Furthermore, 
as an American, her understanding of international students’ acculturative experiences is 
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limited.  Through qualitative research, the researcher stepped into participants’ worlds 
and lived experiences by listening to their voices.   
As a long-time businessperson, the researcher believes strongly in practicality and 
efficiency.  This stance lends itself to a pragmatic research perspective.  The researcher’s 
pragmatic view supports a focus on the study’s real-world implications and emphasizes 
the importance of conducting research that best addresses the real world problems.  
American universities are welcoming Chinese-born students in large numbers, yet 
they often lack the knowledge and policies to aid these students’ successful assimilation 
into American institutes of higher education.  The researcher believes strongly that if 
Chinese-born students are admitted to American universities, practices need to be in 
place that support their academic success and collegiate connections.  The researcher has 
worked closely with peer-mentoring programs that support freshman business students 
for more than a decade.  During that time, she has experienced first-hand the importance 
of the social connections created by peer mentors on first-year student persistence and 
development. Students often need help during their freshman college transition.  The 
researcher has observed that social supports can be successful vehicles for coping during 
times of stress and that the bonds between students and their peer mentors are often 
meaningful.  The researcher believes these supportive peer to peer relationships can 
contribute greatly to first-year students’ emotional adjustments, well-being, and college 
connections.   
For the past four years, the researcher has been a member of a multi-disciplinary 
task force at a large private research university in the northeastern United States.  This 
team was originally charged with developing practices and policies that would  support 
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the academic assimilation of a dramatically growing population of Chinese-born 
freshman business students.  In 2012, one strategy implemented to support Chinese 
students’ acculturative success was the assignment of peer mentors to work with them in 
coaching circles, facilitated through a foundational business wraparound class, BUSN 
T180. This class provided international students with supplemental instruction and 
incremental opportunities to practice business constructs.   
The present research study utilized a case-study design that provided 
comprehensive insight into a specific case.  For the study, the researcher included 
students who participated in the BUSN T180 wraparound program. BUSN T180, referred 
to as a wraparound class because the course content reinforces and supports foundational 
business classes, BUSN 101 and 102.  It runs concurrently with these courses.  The 
primary focus of this wraparound initiative was to help students establish effective habits 
of mind and practice that promote discipline-specific engagement and learning. See 
Appendix A for the BUSN 481 Initiative’s learning goals and objectives.  The 
incremental instruction and practice these peer coaches supported in the wraparound class 
allowed international students the opportunity to synthesize information while 
communicating in the language of business.   
Mentoring was uniquely anchored within the BUSN T180 program as an 
educational strategy; however, with practice, it was expanded to include socio-cultural 
development.  Peer mentors within the BUSN T180 wraparound courses were given the 
title of “peer coach” to distinguish them from other peer-mentoring programs at the 
research site.  These peer mentors’ primary role was as an academic coach supporting 
students’ educational development as they became more familiar with Western business 
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practices and terminology, along with pedagogy and activities typical of an American 
business university.  As the BUSN T180 program evolved, so did the understanding of 
the peer coaches’ role.  Peer coaches found that Chinese-born students welcomed the 
social components of their relationship, including sharing meals together and informally 
communicating, and that these elements further supported student engagement and 
development.  As a result, the peer coach role evolved to include deliberate socio-cultural 
components. 
The researcher sought to discover how Chinese-born international students 
experienced the peer-mentoring support from the wraparound class while they 
transitioned into the university as freshmen and whether these supports affected their 
acculturative success both academically and socio-culturally. 
Conceptual Framework 
Three streams of scholarly research framed the present investigation, including 
theories of college connection and student development, Chinese-born international 
students’ acculturation, and collegiate peer-mentoring supports.  Examining the 
acculturation process informed the researcher’s understanding of international students’ 
experiences as they assimilate into U.S. universities.  A set of well-developed student 
engagement theories provided a framework for understanding how students connect with 
university life and develop academically.  Research on student engagement and college 
connection includes Astin’s (1984) involvement theory, Tinto’s (1975) integration model, 
and most recently, Strayhorn’s (2016) sense of belonging theory.  These theories help 
bridge the connections between student development and the practice of international 
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student acculturation while providing a platform for understanding how international 
students’ personal relationships with peer leaders may influence that assimilation process. 
Peer-mentoring research offers a link between international students’ 
acculturation needs and their successful college transitions and connection.  The existing 
peer-mentoring research includes a review of peer-mentoring practices and student 
outcomes.  There appears to be a strong association between peer-mentoring initiatives 
and successful student college transitions, academic development, and college 
connection. Hall and Jaugietis (2010) state that peer mentors help ease a student’s 
transition to a university environment, thereby increasing his or her college retention and 
personal satisfaction.  Collings et al. (2014) point out “peer mentored individuals showed 
higher levels of integration to the university” (p. 937).   However, little information is 
available on how international students from China experience peer-mentoring supports 
while adapting to life in U.S. universities. 
Definition of Terms 
The following terms are relevant to the present study:  
Acculturation: “Resulting phenomena when groups of individuals from different 
cultures come into continuous first-hand contact with subsequent changes in the original 
culture patterns of either or both groups” (Deng & Walker, 2007, p. 187); also defined as 
“the dual process of cultural and psychological change that takes place as a result of 
contact between two or more cultural groups and their individual members” (Berry, 2005, 
p. 699). 
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Acculturative stress: The psychological, physical, and social challenges 
experienced by individuals who are acculturating to a new environment (Berry, Trimble, 
& Olmedo, 1986). 
Adaptation: Successful acculturation when an individual is competent to the 
point of positive well-being and effective socio-cultural management (Sam & Berry, 
2010). 
Assimilation: The process of adapting or adjusting to the culture of a group or 
nation (Yeh & Inose, 2003). 
Peer-assisted learning:  Student tutors who lead discussion groups and active 
learning exchanges, such as labs (Hughes, 2011). 
Peer mentoring: According to Moore and Amey (1988), “a form of professional 
socialization whereby a more experienced (usually older) individual acts as a guide, role 
model, teacher and patron of a less experienced (often younger) protégé - the aim of the 
relationship is the further development and refinement of the protégé’s skills, abilities, 
and understanding” (p. 45). 
Student development: “The ways that a student grows, progresses, or increases 
their developmental capabilities as a result of enrollment in an institution of higher 
education” (Rodgers, 1990, p. 27). 
Social adjustment: “Describes how well students deal with the interpersonal-
societal demands of study, such as making friends, being part of social activities or being 
able to work in groups” (Reinties et al., 2011, p. 687). 
Social integration: The extent to which students adapt to the social way of life at 
a university (Tinto, 1975). 
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Social support: “Verbal and nonverbal communication between recipients and 
providers that helps manage uncertainty about the situation, the self, and the other 
relationship and functions to enhance a perception of personal control in one’s life 
experience” (Albrecht & Adelman, 1987, p. 19). 
Assumptions, Limitations, and Delimitations 
A key assumption of the present study was that successful acculturation is an 
important component in an international student’s college connections, retention, and 
academic pursuits.  Would it be possible for a student to thrive in college without 
adequately adapting to the university’s culture?  This research assumed that students’ 
successful acculturation into U.S. universities was both sought by the students and 
desired by university administration, faculty, and staff. 
An important limitation to the research was the generalization of Chinese-born 
international students.  China is a country of more than 1.3 billion people; thus, drawing 
conclusions about this enormous population is challenging.    
The research was delimited to international freshman business students from the 
People’s Republic of China (PRC).  Freshman undergraduates were selected for the sake 
of consistency because these students generally lack the worldliness of upper-classmen or 
graduate students.  Students studying business were selected for this study because of the 
strength of written and spoken communication skills required for success in this field.  
Science, Technology, Engineering, and Math (STEM) students were excluded because 
the adjustments required in the academic pursuits of math and science did not pose the 
same challenges to international students from China.  Additionally, as a business 
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professor of freshman students, the researcher had extensive access to and understanding 
of these students. 
Summary 
In an age of university student globalization, acculturation challenges and 
opportunities abound.  Numerous articles address the influx of Chinese-born international 
students to U.S. colleges in recent years.  The literature is also rich with commentaries 
that examine these students’ acculturation needs. There are varied student practices and 
approaches to acculturation and cross-cultural assimilation, and international students’ 
adaptation process is complex, dynamic, and non-linear (Bodycott, 2012; Sam & Berry, 
2010). Researchers also agree that acculturation is stressful (Bertram et al., 2012; Deng & 
Walker, 2007; Yeh & Inose, 2003).   The importance of peer groups has been identified 
as a critical element to support positive student adjustments and mitigate stress 
(Bodycott, 2012; Wang & Mallinckrodt, 2006; Ye, 2006).  Strong social relationships 
also correlate with increased student confidence and self-esteem among international 
students (Furnham, 2004; Ye, 2006). 
American universities need to understand international students’ acculturation 
experiences as predictors for successful outcomes and college retention.  Likewise, there 
is also an impetus to develop policies and practices that support these students’ 
transitions to American colleges.  Since peer-mentoring practices have been broadly 
utilized to support first-year students’ transitions, it is logical to think they can also be 
enlisted to aid the acculturation of the ever-increasing numbers of international 
undergraduate students from China. 
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Chapter 2: Literature Review  
Introduction to Chapter 2 
Problem Statement 
Despite the popularity of peer mentoring as a strategy for providing successful 
college transitions within American universities, little is known about how Chinese-born 
international undergraduates perceive and experience peer-mentoring supports while they 
acculturate. 
Literature Review 
Supporting student engagement has been of increased interest to higher-education 
administrators since researchers first linked retention and graduation rates with college 
connections.  Tinto’s (1975) integration theory states that whether a student persists or 
drops out is strongly predicted by the degree to which he or she integrates into the life of 
the institution.  In the past several decades, many universities have established peer-
mentoring programs to support first-year students’ transitions and enhance student 
success while increasing their involvement in the university.  While there is little causal 
data surrounding the use of peer mentors in higher education, it is a widely utilized 
practice at universities in the United States. 
The current influx of international undergraduates from China makes supporting 
these students and their acculturation into U.S. universities especially important for the 
university.  Given the practice of utilizing peer mentors to support first-year students, the 
question remains, can older, more experienced student mentors assist Chinese-born 
undergraduates as they transition into American college culture?  Additionally, how will 
Chinese-born students experience this support? 
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This literature review evaluates the relationships between three data streams: 
college connection and student development, Chinese student acculturation, and peer 
mentoring.  Student development theories provide a baseline understanding about how 
students integrate into university life and persist to graduation.  Acculturation research 
exposes challenges international students face while studying abroad and the strategies 
employed to support their successful adaptation into foreign universities.  Examining the 
potential relationship between peer mentoring and successful Chinese-born student 
acculturation and development is also discussed. 
Conceptual Framework 
 Investigating the acculturation process informs our understanding of international 
students’ experiences as they assimilate into U.S. universities.  The set of well-developed 
student engagement theories provides a framework for our discernment in how students 
connect with university life.  Peer-mentoring research offers a potential link between the 
international students’ acculturation needs and their connection with college. See Figure 
1 for this study’s conceptual framework model. 
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Figure 1. Conceptual framework model. 
 
 
 
College Connections and Student Integration 
Introduction.  Formative theories about students’ college connections shed 
additional light on how international student acculturation needs intersect with what is 
known about student development.   Students’ involvement at their universities correlates 
with improved academic performance and student satisfaction (Astin, 1984).   
Additionally, the degree to which students are academically and socially integrated 
predicts their persistence and college retention (Tinto, 1975).  As with acculturation, 
social networks and friend groups play an important role in students’ academics and 
college connections. 
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College connection.  Astin (1984) proposes that “involvement” requires 
psychosocial and physical energy.  He suggests that students’ developmental gains are 
directly proportionate to the extent they are actively involved in university life.  There is 
a “tendency of many academicians to treat students as a kind of black box, inserting 
various policies and programs of the university while the outputs are various types of 
achievement measures” (Astin, 1984, p. 519), and that understanding students and what 
motivates them is a complex, often misinterpreted process.   
Tinto’s (1975) integration theory proposes that students’ persistence and retention 
can be predicted by the degree to which they are assimilated academically and socially 
within the institution.  A student’s “perceptions of the benefits (e.g., academic 
attainments, personal satisfactions, friendships) and the costs (e.g., financial, time, 
dissatisfactions, academic failures) of attendance at college influence integration into the 
academic and social domains of the institution” (Tinto, 1975, p. 98).  Tinto (1975) further 
states that integration into academic or social systems is not mutually inclusive; students 
can integrate in one area without doing so in another. 
Strayhorn (2016) posits that mattering to others seems to build lasting connections 
and that these relationships are the “connective tissue” to a student’s college 
involvement.  According to Strayhorn (2016), a sense of belonging is a psychological 
need sufficient to drive human behavior: “To fit in, individuals must engage again in 
activities and interactions that foster belongingness all in hopes of regaining a sense of 
acceptance, mattering, and inclusion” (Strayhorn, 2016, p. 45).  He also finds that while 
“mattering matters” (p. 50) and a sense of belonging is a universal need,  not all students’ 
needs are the same (Strayhorn, 2016). 
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Academic integration.  Academic integration in the forms of grade performance 
and intellectual development is most important during a student’s freshman year (Tinto, 
1975).  Chickering’s (1969) student development theory proposes that achieving 
intellectual competence, mastering course content, and gaining intellectual sophistication 
greatly influences students’ successful transitions to college.  Academic integration is not 
merely linked with cognitive ability, however. Baker and Siryk (1999) note that academic 
success is directly connected to how students cope with various educational demands, 
such as personal motivation, academic performance, and satisfaction with the academic 
environment.  Friedlander, Reid, Shupak, and Cribbie (2007) further point out, “How 
well students deal with educational demands, including the motivation to complete 
academic work, success in meeting academic requirements, academic effort and 
satisfaction with academic environment” greatly impacts their academic pursuits (p. 261). 
A student’s sense of belonging engenders other positive outcomes, including 
community service, academic performance, personal well-being, happiness, and general 
health; thus, it also serves as a key to educational success (Strayhorn, 2016).  Astin 
(1984) discovered that student peer groups could be consciously used to enhance student 
academic engagement and their involvement in the learning process.   
Decreased stress is predicted to improve student academic, personal-emotional, 
and social adjustments to college, reinforcing a correlation between student stress levels 
and academic performance (Friedlander et al., 2007).  With increased confidence comes 
expanded capacity for learning, although students are unique individuals with different 
personalities, interests, and ways of interacting.  These variations are important to 
consider, since they influence how students react to their university environments and 
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develop cognitively (Evans, Forney, & Guido-DiBrito, 1998; Power, Miles, Peruzzi, & 
Voerman, 2011).   
Social integration. Social integration measures the extent to which students adapt 
socially to campus life through peer group and faculty interactions (Tinto, 1975).  
According to Tinto (1975), “Social integration occurs primarily through informal peer 
group associations, semi-formal extracurricular activities and interaction with faculty and 
administrative personnel within the college” (p. 107).  These supportive groups and 
subcultures are so important that they act as predictors for degree completion versus 
voluntary university withdrawal (Tinto, 1975).  Students need to experience a personal-
role fit between themselves and their immediate social climates for social orientation to 
occur (Rootman, 1972).  Establishing a social sense of belonging is critical in creating 
lasting and satisfying collegial connections (Strayhorn, 2016).  Social integration via 
friendships or smaller subcultures is also directly related to college persistence and is 
necessary for perceived social integration.  Likewise, an international student’s 
friendships and social relationships act as a cornerstone for his or her successful 
adaptation to university life (Strayhorn, 2016; Tinto, 1975).  
Participation in extra-curricular activities has also been found to positively relate 
to college persistence and does not detract from academic pursuits. Tinto (1974) points 
out, “Participation in these semi-formal and formal institutional activities provides a 
major link with social and academic systems of the college” (p. 109). However, peer-
group associations most directly affect individual social integration, while extracurricular 
activities and faculty interactions are of secondary importance. 
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Allport (1954) further examined contact when members of different socio-cultural 
groups worked together, discovering that under certain conditions, these interactions 
result in a positive outcome.  Such intergroup contact can work to reduce prejudice, 
prevent intergroup conflict, eliminate discrimination, and improve social relations.  For 
these benefits to occur, however, students need to be mutually reliant and cooperate with 
minimal authoritative support (Allport, 1954).  Bodycott (2012) also discovered that 
Chinese-born students with strong host-country friendships experienced less perceived 
discrimination and greater cross-cultural confidence. 
Summary.  Theorists posit that involvement and college connection matters for 
students as they persist academically.  University involvement requires psychosocial and 
physical energy, which directly affects students’ college connections.  This involvement 
predicts academic performance, college retention, and degree completion. Additionally, a 
sense of belonging and social integration has been found to predict improved academics 
for college students, while satisfactory peer-group interactions directly relates to 
retention.  Put simply, mattering matters for college students as they pursue their 
academics and connect with university life.  For many Chinese-born students, the 
establishment of social-support networks reinforces successful acculturation, while there 
is evidence that interpersonal social supports reduce emotional and psychological 
distress.   
Peer mentors support students’ successful transition to college by providing 
academic and emotional support that improves involvement, integration, and academic 
development:  “Peer mentoring programs are increasing and becoming an integral 
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component in the strategies adopted by higher education institutions to enhance first year 
student’s experience” (Hall & Jaugietis, 2010, p. 51).   
Chinese Student Acculturation  
Introduction. Acculturation is defined as the process whereby Chinese-born 
students assimilate into American university life with resulting cross-cultural adaptations.  
There are many fascinating but unpredictable acculturative patterns in how Chinese-born 
students respond to this adaptive process.  As Chinese-born students transition to 
American universities, they experience psychological, physical, and social challenges, 
collectively referred to as acculturative stress.  Many stressors stem from the vast 
academic differences between Chinese and American classroom instruction, student 
learning styles, and faculty expectations.  Chinese-born students face additional socio-
cultural challenges because of the conflict between their Chinese cultural identity and 
their aspiration to integrate successfully into American university life.  Finally, as 
international Chinese students transition to U.S. universities, there appears to be a 
positive correlation between social-support networks and greater academic success and 
emotional well-being. 
Acculturation.  Undergraduate Chinese-born students who attend U.S. 
universities face many academic and socio-cultural challenges as they transition to 
campus life (Bertram et al., 2012; Bodycott, 2012; Heng, 2015).  Acculturation is defined 
as the process of cultural and psychological change that takes place as a result of first-
hand contact between two or more cultural groups (Berry, 2005; Deng & Walker, 2007).  
Chinese international students face these acculturative challenges when attending college 
in America, and their assimilation process is often dynamic and multi-faceted. 
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The degree of adaptive success for Chinese-born international students is 
multifarious (Bertram et al., 2012).  Students from non-Western backgrounds experience 
higher levels of adjustment difficulties in the U.S., most likely due to vast differences in 
instructional pedagogy and socio-cultural norms in the university environment.  These 
academic and socio-cultural differences influence the Chinese-born students’ integration 
and acculturation into American campus life (Bertram et al., 2012).  
There are varied practices and approaches to acculturation and how people adapt 
to cross-cultural experiences (Sam & Berry, 2010).  Acculturation includes adopting and 
learning the values and norms of the individual’s new society.  There is evidence that the 
acculturation process is effective whenever a student exhibits positive well-being. This 
form of successful acculturation is defined as adaptation (Deng & Walker, 2007; Sam & 
Berry, 2010).   
Acculturative patterns.  Gaining a deeper understanding of acculturation requires 
looking for patterns within the process.   Many researchers note that acculturation is a 
bidirectional, complex, and dynamic process due to the variations of students’ 
competencies, psychological well-being, and supports (Deng & Walker, 2007; Rienties et 
al., 2012; Wang & Mallinckrodt, 2006).  
Three acculturative variations are found within international students’ adaptations 
(Sam & Berry, 2010). The first variation is defined as a student’s engagement in both his 
and her culture of heritage and in American university life.  In the second variation, 
international students make an exclusive choice to orient to one culture or the other.  
Berry (2005) confirms that sometimes U.S. college adaptation involves Chinese-born 
students maintaining their culture and avoiding interaction with other cultural groups.  
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The third acculturative variation, marginalization, occurs when students reject both 
cultures while transitioning to American university life.  Sam and Berry’s (2010) model 
of acculturative patterns demonstrates that acculturation is not defined as orienting 
toward American culture.   
Comparatively, Russell, Rosenthal, and Thomson (2010) uncovered three 
different adaptive patterns for Chinese-born students studying in Australia: positive and 
connected, unconnected and stressed, and distressed.  Nearly 60% of the students 
involved in the study exhibited a constructive and positive sense of self within their 
university host environment, while 40% experienced various degrees of stress or distress.  
Berry (2005) also studied a distressed group of international students who displayed 
minimal interest in maintaining their culture while at the same time exhibiting limited 
interactions with others from the host country.  Feelings of discrimination and non-
engagement with either culture group limited students’ interests in establishing 
relationships (Berry, 2005).   
Acculturative stress.  Students make many modifications as they adjust to a new 
culture, including changes in personal identity, interpersonal relationships, and daily 
routines (Ye, 2006).  Acculturative stress is defined as the collection of psychological, 
physical, and social challenges experienced by individuals transitioning to a new 
environment.  Acculturative stress often leads to uncertainty, anxiety, and depression 
among international university students (Bertram et al., 2012; Sam & Berry, 2010).   
All first-year students experience stress while transitioning to the educational and 
social demands of university life due to family separation and the academic rigors of 
college (Tinto, 1975).  These stresses are compounded for international students because 
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of the differences in instruction, language barriers, and pressures of interacting and 
establishing social relationships with others (Sam & Berry, 2010).  Therefore, Chinese-
born students must put more effort into their college transition to successfully adapt to 
American university culture (Yeh & Inose, 2003). 
The main cause of acculturative stress is twofold: intrapersonal and interpersonal.  
Intrapersonal challenges include the student’s profound sense of separation from family 
and friends, as well as a sense of uncertainty about the future.  Interpersonal factors 
involve struggles with communication and social situations, culture shock, and academics 
(Sandhu & Asrabadi, 1994).  Bertram et al. (2012) agree that intrapersonal challenges and 
the resulting stressors of establishing social supports are most common for Chinese-born 
international students.  They also note that Chinese-born students’ challenges may lead to 
avoidance of social situations, feelings of isolation, and disconnection (Bertram et al., 
2012). 
Students begin to experience less stress as they successfully adapt to their 
American university environment. Students who live in the U.S. for longer periods of 
time experience lower levels of acculturative stress (Bertram et al., 2012; Ye, 2006).  
Decreased stress predicts improved student academic, emotional, and social adjustment to 
college for all first-year students.  When freshman students successfully adapt to campus 
life, they deal better with the instructional demands and exhibit the motivation to 
complete academic work (Friedlander et al., 2007).  With increased cultural confidence, 
the capacity for learning expands, reinforcing the correlation between acculturative stress 
and academic performance (Yeh & Inose, 2003). 
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As Chinese-born students experience less stress, their cultural confidence 
increases.  A positive attitude of confidence has been found to support faster acceptance 
of new ideas, techniques, and values (Guilmette, 2007). 
Academic challenges.  International students from China face significant 
academic challenges because of the vast differences between Chinese and American 
classroom learning climates, classroom expectations, and teaching/ learning styles.  
Chinese-born students’ instructional backgrounds rely on being compliant in school, 
remaining quiet during class, and withholding questions and personal opinions (Bertram 
et al., 2012; Wang & Mallinckrodt, 2006).  Rovnick (2012) underscores the fact that 
Chinese international students’ mode of rote learning is not well-suited for American 
universities’ instructional pedagogy. In one study, Chinese-born undergraduates at an 
American university stated that understanding classroom expectations was a key 
challenge for them.  At the same time, however, they also noted their appreciation for the 
deeper learning offered at U.S. universities (Heng, 2015). 
Parental expectations for Chinese-born students’ academic success often has a 
significant and stressful impact on students: “In the Chinese culture, the family plays an 
integral role in decision making due to filial piety” (Bodycott, 2012, p. 357).  Filial piety 
is a Confucian value that emphasizes respect and obedience toward elder authorities.  The 
pressure for academic success exerted by many Chinese parents may adversely affect 
students’ willingness or ability to fit in, and in some cases, Chinese-born students 
withdraw from campus activities they view as distracting from their primary mission of 
academic success (Bodycott, 2012).  
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Chinese-born international students are often expected to abandon their native 
country’s norms and adapt to new Western norms of academic behavior.  Pressure to 
quickly adjust to cultural educational differences is an added stressor (Wang & 
Mallinckrodt, 2006).  Struggling to express their academic ability in English may be 
especially disturbing for international students who attained high academic achievement 
in their home country (Yeh & Inose, 2003).  Chinese-born undergraduate students often 
desire assistance and support from their American universities to help them overcome 
barriers to educational success (Wei, Yalun, Barber, & den Brok, 2015).  Chinese-born 
students who engage local students for help with academic difficulties also note the 
importance of fostering relationships with university personnel to effectively deal with 
the demanding nature of U.S. college-level coursework (Bertram et al., 2012; Bodycott, 
2012).   
Socio-cultural challenges. Many Chinese international students experience an 
“internal tug of war” as they deal with the conflict of their cultural uniqueness and their 
aspirations to integrate into American university culture (Wang & Mallinckrodt, 2006).  
The variations in cultural values and norms between two differing cultural communities 
influence the acculturative process and often lead to symptoms of anxiety and distress 
(Carr, Koyama, & Thiagarajan, 2003; Sam & Berry, 2010).   
Socio-cultural challenges abound for many Chinese-born students who describe 
culture shock upon arriving for college in the United States. Some Chinese international 
students welcome Americans’ laidback style, especially compared with the highly 
competitive and crowded Chinese society (Bertram et al., 2012; Furnham, 2004).  
Bertram et al. (2012) found that most Chinese-born students reported “congruence 
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between their [American university] expectations and experiences” (p. 119).  However, 
high levels of interpersonal communications with other Chinese-born students can tighten 
cultural identity and make international students less willing to connect to local American 
college culture (Ward & Kennedy, 1994).  
Language difficulties appear to be one of the most challenging socio-cultural 
issues facing most international students (Bertram et al., 2012; Yeh & Inose, 2003).  
Chinese-born undergraduates struggle with the confusing nuances in expressive language 
and establishing an appropriate communication style (Heng, 2015).  Additionally, lower 
levels of English fluency have been found to predict higher levels of acculturative stress 
(Yeh & Inose, 2003).  In addition, difficulty with language has been found to impede 
Chinese-born students’ ability to engage in social situations. Likewise, international 
students’ increased self-confidence with their use of English positively relates to 
improved self-esteem (Bertram et al, 2012; Lopez & Bui, 2014).  
An individual’s cultural competence, or a “learned ability to function in a culture 
in a manner congruent with the values, beliefs, customs, mannerisms, and language” 
(Padilla & Perez, 2001, p. 42), is a critical component to successful socio-cultural 
adaptation.  As international students confront different cultural perspectives and 
understandings, they must work to understand them and to be understood. Social stigmas 
held by Chinese-born students and their American counterparts can adversely affect 
acculturative activities (Bertram et al., 2012; Bodycott, 2012).  Wilson (2011) explains 
that international students must extend their socio-cultural “comfort zone” when relating 
to host nationals, thereby increasing their ability to adapt to a complex multicultural 
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environment.  This process requires willingness between both international and national 
host students.  
Mori (2000) suggests that Chinese international students may have trouble 
forming new social networks due to the difference between their native culture and social 
backgrounds and those of American culture.  Social adjustment is described as “how well 
students deal with the interpersonal-societal demands of study, such as making friends, 
being part of social activities or being able to work in groups” (Reintes et al., 2012, p. 
687).  Establishing close relationships with American students appears to mitigate 
Chinese-born students’ cultural adjustment difficulties.  Chinese-born students’ close 
friendships with American students has been found to improve international students’ 
social adjustments.  International students who have extensive interactions with national 
host students are more satisfied with their social relationships and experience fewer 
socio-cultural adaptive difficulties (Furnham, 2004; Yeh & Inose, 2003).  
According to Bodycott (2012), “Host national friendship groups have been found 
to increase students’ global self-esteem” (p. 359).  International students who have 
satisfying interactions with domestic students experience fewer socio-cultural adaptation 
problems.  Friendships serve an important psychological function that, in turn, help 
international students overcome numerous socio-cultural difficulties while adapting to 
American college life (Bodycott, 2012; Furnham, 2004). 
Social supports.  One common thread within student acculturation research is the 
importance of establishing social networks to mitigate stress and provide human 
connection (Betram et al., 2012; Ye, 2006; Yeh & Inose, 2003).  Social supports are 
defined as “verbal and nonverbal communication between recipients and providers that 
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helps manage uncertainty about the situation, the self, and the other relationships and 
functions to enhance a perception of personal control in one’s life experience” (Albrecht 
& Adelman, 1987, p. 19).  Social supports are embedded in social relationships and are 
evidence of giving and receiving assistance, empathy, validation, and information (Ye, 
2006).  Chinese-born students with a secure social base adjust more successfully to their 
new university environments (Wang & Mallinckrodt, 2006).   
Social support is critically important for acculturation because international 
students are far away from friends and family and their traditional social networks are not 
available to them.  It is extremely challenging for international students to establish 
adequate social support systems upon arriving in the U.S. (Mallinckrodt & Leong, 1992).  
Chinese international students lacking social-support networks may be less likely to seek 
assistance for their difficulties, thus leading to further internalization of challenges and 
stress.  Deprived of these social support systems, international students often lack 
supportive validation for their self-concept and self-esteem (Bertram et al., 2012; Yeh & 
Inose, 2003).  Interestingly, “the quality of the social support network was more 
important than the size of it” (Ye, 2006, p. 6).  These social networks are so important 
that Chinese-born students who are satisfied with their interpersonal support networks 
experience less perceived discrimination, imagined hatred, and negative feelings (Ye, 
2006). 
When experiencing a stressful event like transitioning to an American university, 
international students seek supportive connections to reduce their perceptions of 
uncertainty and reinforce their sense of control over their stressful circumstances.  Some 
international students seek advice and guidance, along with emotionally supportive 
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communication of care and concern (Ye, 2006).  While Chinese-born students may not 
actively seek social support, they highly value it when professors or host-country students 
offer it (Bertram et al., 2012).    
Current research recommends that colleges provide mentors for international 
students to facilitate academics and social acculturation through a mix of social activities 
and study supports (Reinteies et al., 2012; Wu, 2013).  Carr et al. (2003) established and 
studied a support group for female Asian students with counselor facilitators.  They 
discovered that the support group promoted academic success, diminished students’ 
feelings of isolation, and increased retention rates.  Students noted that they appreciated 
the “atmosphere of free discussion and the opportunity to have fun” (Carr et al., 2003, p. 
133).   
 Brunette, Lariviere, Pickard, Schinke, and Xing (2011) chronicled an interesting 
university initiative that conveys the importance of collegiate connections for 
international students.  They describe a successful Canadian university sports initiative in 
which Chinese-born international students were placed on intramural ice hockey teams.  
The researchers found that participation in group sports helped promote the international 
students’ connection with the university community.  The researchers used a 
phenomenological framework to evaluate Chinese-born students, and three themes 
emerged after the hockey initiative: improved communication, connection with Canadian 
culture, and a sense of belonging while remaining fit and having fun (Brunette et al., 
2011).   
 Establishing social networks to provide human connection is a common thread 
within acculturative research.  Student satisfaction with their social-support networks 
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positively correlates with their sense of well-being and affects academic performance.  
Social supports tend to improve students’ coping mechanisms, sense of belonging, and 
outlets for fun.  For international students who are far from home, the establishment of 
meaningful social connections is a critical element in positive college transitions. 
Summary.  For many Chinese-born students, the process of acculturating into 
American university life is stressful and difficult due to the vast differences in culture and 
instructional pedagogy, which are further aggravated by parental expectations for 
academic success.  There are sociocultural challenges confronting Chinese-born students 
who experience a conflict between their native cultural identity and their desire to 
integrate into American universities. There is evidence that interpersonal social supports 
reduce emotional and psychological distress related to acculturation.  Social support 
networks appear to reinforce the international students’ successful acculturation while 
helping them adapt to their new university environments.   
Peer Mentors 
Introduction.  Peer mentors act as role models who share valuable wisdom 
gained from experience (Jacobi, 1991).  According to Clutterbuck and Lane (2004), “The 
more recent origins of mentoring lie in the concept of apprenticeship where the mentor is 
deemed to be an older, more experienced person who passes down his or her knowledge 
to a more junior person” (p. 2).  Using professional socialization, the aim of peer mentor 
relationships is the development of the mentee’s skills, abilities, and knowledge, thereby 
allowing the more experienced individuals to act as guides, teachers, and patrons (Jacobi, 
1991; Moore & Amey, 1988). 
Supporting college transitions.  Peer mentors often help ease a student’s 
transition to the university environment, thereby increasing retention and integration into 
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the university by as much as four times when compared with non-peer mentored students 
(Collings et al., 2014; Hall & Jaugietis, 2010).  According to Hall and Jaugietis (2010),  
[Peer mentors] help new students form social networks by ensuring mentee 
groups are large enough and organizing social functions, helping students 
integrate into the university environment by familiarizing them with the campus 
layout and with accessing campus services, and assisting mentees in adjusting to 
the university academic environment. (p. 50) 
 
Through relational engagement, peer mentors assist with the potentially stressful 
transition to college by helping students adapt to and integrate into the new environment 
while buffering negative effects through encouragement and direct guidance (Collings et 
al., 2014).  Peer-mentoring programs are integral components of the strategies adopted by 
higher-education institutions to enhance first-year experiences.  The inclusion of peer-
mentoring programs in a higher-education setting adds academic and social value to the 
collegiate experience (Collings et al., 2014; Hall & Jaugietis, 2010; Rieske, 2015). 
Roles of peer mentors.  Peer mentors offer college students encouragement, 
development, and instruction.  When peer mentors encourage students, these students 
often become more motivated.  Furthermore, peer mentors can nurture students to evolve 
while teaching them relevant skills and offering social support, leading students to 
believe they are esteemed and valued (Clutterbuck & Lane, 2004; Cobb, 1976). 
Traditional mentoring includes teaching and counseling.  In teaching, peer 
mentors explore knowledge with mentees, while in counseling, peer mentors provide 
social support and nurturance, helping mentees deal with personal life issues and stress.  
Furimsky, Arts, and Lampson (2014) used clinical peer-mentoring programs to “fill a gap 
between formal research education and its application in daily practice” (p. 28).  They 
discovered peer mentors aided clinicians with providing practical hands-on ways that 
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helped students develop experientially outside the classroom.  According to Jacobi 
(1991), “Mentoring can improve students’ levels of academic achievement, assist 
students at risk for attrition to graduate, feed the pipeline to graduate schools and the 
professoriate, and humanize large and impersonal institutions” (p. 526).  Peer mentors 
exert influence, share information, and model positive behavior for their mentees, all 
important capacities in every student’s academic growth and development (Furimsky et 
al., 2014; Jacobi, 1991; Reiske, 2015; Siegel, 2000). 
Peer-assisted learning is effective as a student-centered learning technique within 
higher education. Hughes (2011) explains, “Peer-assisted learning encompasses student 
tutors who lead discussion groups and lab sessions” (p. 145).  Teaching assistants and 
student tutors often provide support in chemistry, physics, and mathematics courses 
within American universities.  Peer learning within the STEM curriculum has been 
shown to boost student engagement while promoting active learning and course 
comprehension (Gosser, 2008; Hughes, 2011; Tariq, 2005).  
O’Kelly, Garrison, Merry, and Torreano (2015) reveal that students successfully 
learn from a well-trained peer who is “untethered from the hierarchy inherent in formal 
instruction environments” (p. 163).  The intellectually intimate conversations between 
peers stands in contrast with the instructor’s discourse in a classroom.  Peer-to-peer 
learning offers opportunities for individualized attention and deeper knowledge 
exploration.   It has also been found to offer a “safe harbor in which students managed 
their own learning experiences by exploring, practicing, and questioning their 
understanding” (O’Kelly et al., 2015, p. 163).  Moreover, while not all peer-to-peer 
knowledge-based exchanges are similar, these interactions respond to the ever-changing 
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series of exploratory conversations foundational to participatory and in-depth learning 
(O’Kelly et al., 2015).   
Supportive in stressful situations.  Academic achievement is only one outcome of 
a successful peer-mentoring program (Collings et al., 2014; Hall & Jaugietis, 2010).  Peer 
mentors can also be critical resources during times of uncertainty and stress.  Strayhorn 
(2016) explains, “Evidence has shown that mentoring can provide those under stress with 
encouragement, guidance, coaching, advice, and meaningful support from experienced 
others” (p. 99). 
Siegel (2000) studied the effects of peer relationships on accountants during 
mergers.  He found that peer mentors helped actuate effective adjustment when changes 
required a different learning process.  He discovered that traditional mentoring, which 
involves knowledge transfer and counseling with personal issues between experienced 
and less-experienced professional individuals, was effective at minimizing the expected 
negative outcomes of mergers on accounting staff and personnel (Siegel, 2000). 
While it is difficult to determine the specific cause and effect of peer-mentoring 
relationships, the consensus is that social supports represent key situational moderators in 
the presence of psychosocial stressors.  Pearson (1986) suggests, “One way to help 
students improve their coping skills is to teach them to identify and use social supports 
and establish networks of helpful relationships that facilitate the coping process” (p. 394).   
Peer-mentor support, while widely utilized, is only one aspect of many variables 
influencing a student’s positive transition to college; “what works for one group of 
students may not necessarily be transferable” (Hall & Jaugietis, 2010, p. 51).  More 
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studies are needed to fully understand peer mentors’ effects on college students, 
especially international students (Collings et al., 2014).  
Summary. American universities are welcoming Chinese-born international 
students in large numbers and the recruitment of these students is an important 
component in many universities’ enrollment strategies.  However, attending college in 
the U.S. is not easy, and Chinese-born students often experience acculturative stress 
related to instructional pedagogy and overall culture differences.  Frequently, faculty and 
staff are not equipped and lack the time to provide additional supports to international 
students as they acculturate.  In addition to the academic transitions, many Chinese 
students report feeling isolated and disconnected, underscoring the importance of 
developing their social networks. 
Student academic development researchers note that establishing academic and 
social competencies may be the first step in a successful college transition.  Authorities 
state that there is a correlation between decreased stress and expanded capacities for 
learning; in fact, decreasing stress is a predictor for students’ overall academic, 
emotional, and social adjustments to college.   
Peer-mentoring supports are often utilized to help first-year students transition to 
college. Peer mentors are often successful in exerting positive influence, sharing 
information, and modeling appropriate behavior for their mentees.  Many acculturation 
authorities speak to the importance of host-country friends as a means for improving 
intercultural adaptation. 
Acculturation researchers agree that international students’ successful adaptation 
to U.S. universities can be complex, non-linear, and dynamic.  Student development 
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theorists also remind us that students are unique individuals with different personalities, 
interests, and ways of interacting.   These differences play out as students successfully 
adapt to college.  It is unclear how international students perceive and experience peer 
mentors as they acculturate into U.S. universities, but additional research should point us 
in that direction. 
  
51 
 
Chapter 3: Research Design and Rationale 
The primary focus of the present research study was to gain a deeper 
understanding of Chinese-born international students’ lived experiences and how they 
perceived and described peer-mentoring supports while they acculturated into an urban 
northeastern business college.  A qualitative research design was the optimal choice, 
because “to comprehend some meanings of life, one must get close to that life” (Stake & 
Jegatheesan, 2008, p. 2).  Creswell (2015) confirms that qualitative research methods 
work best when one desires to learn more from participants through exploration than is 
known from literature.  The purpose of this research study was to expand knowledge of 
Chinese-born students’ lived acculturative experiences while being supported by peer 
mentors; thus, it was logical to listen to their voices using a qualitative research approach. 
A case-study approach was selected because the researcher desired to provide 
comprehensive insight into how peer mentoring influences international students’ 
assimilation into an American university.  The purpose of the research was not to 
“extrapolate probabilities” (Yin, 2011, p. 20) that provided for statistical generalizations, 
but to uncover a rich understanding of the students’ lived experiences.  Stake (1995) 
recommends the use of case-study qualitative research when situations are “generalizable 
to theoretical propositions” (p. 21).  A significant purpose of the case-study approach is 
that it allows practitioners and policy-makers the opportunity for an “extension of the 
experience” (Patton, 2002, p. 245).  Researchers note that acculturation is a bidirectional 
and dynamic process (Deng & Walker, 2007; Wang & Mallinckrodt, 2006), so case-study 
research was a good choice due to its usefulness in providing an understanding of 
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complex social phenomena (Yin, 2014).   Yin (2014) further reinforces that case-study 
research builds an extensive contextual understanding of an issue within a case.  
Case-study research examine a topic within a bounded system in a real-life setting 
to illustrate a specific issue (Yin, 2014).  Examining the influences of peer-mentoring 
support during the BUSN T180 wraparound program provided a real-life opportunity to 
analyze the practice of peer mentoring on Chinese-born students’ acculturative 
experiences in a formal academic setting.  Stake (1995) note that the intent for 
conducting a case study is a key consideration; this researcher’s intent was to determine 
the impact of peer-mentored support on Chinese-born students’ acculturation.  Thus, the 
researcher conducted an intrinsic, single-site case study, which Stake (1995) has said 
illustrates unique issues that need to be described and detailed.  In selecting a narrowly 
defined group of students, the researcher sought to learn how peer mentors’ interactions 
influenced Chinese-born students’ acculturative experiences as they learned American 
business theory and practice during the BUSN T180 wraparound program.   
A single-site case-study design, as Yin (2014) describes, was chosen for the 
research because it offered a concentrated focus on the acculturative experiences of 
Chinese-born students with peer-mentoring support who participated in the BUSN T180 
wraparound program.  In this case, the researcher examined how and why peer mentors 
impacted Chinese international undergraduates’ acculturative process.  Yin (2014) 
describes it thusly: “a single [site] case [study] then can be used to determine whether the 
propositions are correct or whether some alternative set of explanations might be more 
relevant” (p. 51).  The proposition of this research was that peer-mentoring programs can 
be utilized to support the acculturative efforts of Chinese-born undergraduate students. 
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One of the major strengths of case-study data analysis is the opportunity to use 
many different sources of evidence; the advantage of multiple sources is “converging 
lines of inquiry” (Yin, 2014, p. 120).  This convergence of data is referred to as 
triangulation when the collection of information from multiple sources corroborates the 
same finding (Yin, 2014).  Case studies offer a researcher a more comprehensive 
understanding by working through problems at different levels of focus (Drozdova & 
Gaubatz, 2016; Yin, 2014).  For this research study, the researcher utilized one-on-one 
participant interviews, peer mentor focus group interviews, peer mentor one-on-one 
interviews and analysis of student artifacts to gain a broad perspective and knowledge of 
the influence of peer mentoring on Chinese international undergraduates’ acculturative 
process.   Yin (2014) calls a case-study researcher a detective, noting, “the detective 
arrives on a scene after a crime has occurred and is basically being called upon to make 
inferences about what actually transpired” (p. 76).  As he notes, inferences must be based 
on convergent evidence from witnesses and physical evidence, as well as common sense 
(Yin, 2014). 
2016 Pilot Study 
A pilot study was conducted in January and February 2016 related to this topic 
with six Chinese-born students who had previously participated in the BUSN T 180 
program.  Two one-on-one interviews and one focus group interview was conducted with 
two male and four female students.  Knowledge gleened from the pilot study was used to 
strengthen this dissertation research and inform the research protocols.  Data collected 
from the pilot study was combined with the current research to fortify the research study. 
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Site and Population 
Population Description   
The research design plan included a qualitative inquiry of undergraduate business 
students from China who had previously been enrolled in a BUSN T180 wraparound 
program at a large urban business college, as well as peer mentors who supported 
them.  Both groups of students were selected to examine different perspectives and 
influences of these relationships on the acculturative process.    
Study participants were selected using a purposeful sampling approach (Creswell, 
2013).  Patton (2002) describes this purposeful sampling as the strategic selection of 
research participants based on the issues within the case.  Creswell (2013) recommends 
this sampling approach and the utilization of dissimilar cases when completing case-
study qualitative research.  All Chinese-born undergraduates who participated in the 
BUSN T180 wraparound from 2013 to 2016 (N=52) were invited to participate in the 
research.  In total, twenty-eight students participated in the research study.  Additionally, 
all peer mentors who participated during the BUSN T180 program during those times 
(N=12) were invited to participate in one-on-one or focus group interviews.  Ten peer 
mentors participated in the study including two peer mentors who were Chinese-born 
students. 
Participant Demographics 
The researcher conducted twenty-eight semi-structured interviews with Chinese 
born students who participated in a supplemental foundational business class, BUSN T 
180 provided to international freshman undergraduates from 2013 to 2016.  The 16 
females and 12 males interviewed ranged in age from 19 to 24 years of old with an 
55 
 
average age of 22.4.  Fourteen seniors, four pre-juniors, four juniors and six sophomore 
students participated with an average GPA of 3.4 and ranged from 2.42 to 3.97.  
Site Description   
A large private research institution in an urban setting on the east coast was 
designated as the study location because of the student population’s diversity, the 
considerable enrollment of international students from China, and the availability of peer-
mentoring programs designed for international student development. 
Site Access 
Since the researcher was a faculty member at this urban university, access to the 
population and site was streamlined.  Glesne (2011) notes that many researchers are 
drawn to backyard research due to the relatively easy access, established rapport, and the 
reduction of time spent on the various steps.  Access to the students and site for the 
present study was granted through the university’s Institutional Review Board (IRB), 
which acts as the gatekeeper for the institution’s research activities.  
Research Methods: Qualitative Methods  
Data collection for qualitative case-study research utilizes multiple information 
sources (Yin, 2014).  One-on-one interviews were conducted with BUSN T180 student 
participants to gather qualitative data regarding their acculturative experiences and the 
impact of peer mentoring on their academic and socio-cultural development.  Focus 
group and one-on-one interviews with BUSN T180 peer coaches/mentors were conducted 
to cross-validate the international students’ responses and to gain further insights into the 
influences of the peer-mentor relationships. Chinese-born students’ discussion post 
entries were reviewed to glean knowledge about their academic challenges, social 
development, and peer-mentored student relationships.   In evaluating the multiple 
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sources of international student interviews, peer-mentor interviews and student artifacts 
established a chain of evidence (Yin, 2014) that informed the impact of peer mentors on 
Chinese-born freshmen’s acculturation within this bounded case.  
Semi-Structured One-on-One Interviews   
Interviews are “one of the most important sources of case-study evidence” (Yin, 
2014, p. 110); therefore, to understand the acculturative experience from international 
students’ perspectives, all international students from China who participated in the 
BUSN T180 program from 2013 through 2016 were invited to participate.  One-on-one 
interviews were conducted using semi-structured questions; each interview was 
approximately 30 minutes long.    
Instrument description.  Open-ended questions were designed to determine how 
the Chinese-born students perceived and experienced their peer-mentoring support and 
how that support may have influenced their socio-cultural and academic adaptations. 
Creswell (2015) states that it is important to “ask open-ended questions so that 
participants can best voice their experiences unconstrained by any perspectives of the 
researcher” (p. 216).  Yin (2014) suggests case-study interviews require the researcher to 
operate at two levels simultaneously: in this case, the lines of inquiry related to the 
research while the researcher presented friendly, nonthreatening questions in one-on-one 
interviews with international students about their deeply personal experiences with the 
acculturation process.   
Students were also given the option of answering one final open-ended question 
using Mandarin.  Two of the twenty-eight students interviewed took advantage of using 
their native language to answer the final questions.  All other participating students were 
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comfortable using English.  Questions answered in Mandarin were translated by a 
Chinese-born student teaching assistant. 
With each student’s permission, interviews were audio-recorded using two 
different devices for the purposes of redundancy.  To maintain anonymity, each 
participant was provided with an numbered alias.  The recordings were stored digitally on 
a private hard drive and a removable flash drive to ensure the data’s safety and integrity. 
Participant selection.  Interview participants were selected using a purposive 
sampling method (Creswell, 2013).  Fifty-two BUSN T180 wraparound students 
currently attending the business college at the university who had previously participated 
in the program from 2013 to 2016 were selected and invited to participate in the research. 
Twenty-eight students accepted the invitation.  Six students participated in the pilot study 
and twenty-two students participated in the current research study. 
Identification and invitation.  Chinese-born BUSN T180 students were invited to 
participate in one-on-one interviews.  All interview participants were asked to complete a 
consent form that detailed the process of concealing their identities and protecting their 
privacy.  Additionally, students were given the right to discontinue participation at any 
time during the research process.  Prior to beginning the one-on-one interviews, the forms 
were discussed in detail, mitigating confusion regarding language or the intent of the 
consent. 
Data collection.  During the one-on-one interviews, students’ responses were 
recorded with two audio devices, which provided for redundancy.  The interviewer took 
notes on respondents’ behaviors and perceptions during the interviews. Following the 
interviews, the audio tapes were transcribed into a written electronic format.  
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Focus Group Interviews and One-on-One Interviews   
Twelve peer mentors who supported the BUSN T180 program from 2013 to 2016 
were invited to participate in the research study and ten accepted the invitation.  Peer 
mentors were interviewed using a focus group or one-on-one interview format of semi-
structured questions to solicit information and gain additional contrasting or validating 
insights.    
          Instrument description.  Semi-structured, open-ended questions focused on the 
peer mentors’ experiences with their BUSN T180 international students were used.  
Through responses to these open-ended questions, peer mentors described their 
interactions with their mentees and their perceptions on the influences of those 
relationships.  The peer-mentor interviews further clarified, validated and contrasted the 
influence of their relationships with the international students’ perspectives, adding a new 
dimension to understanding the phenomenon. 
Participant selection.  Peer mentors were purposefully selected from the 2013 to 
2016 school years.   
Identification and invitation.  Peer mentors were asked to complete a consent 
form that detailed the process of concealing their identities and protecting their 
privacy.  Peer mentors were given the right to discontinue participation at any time 
during the research process.  These consent and discontinuance forms were discussed in 
detail prior to the commencement of the interviews. 
Data collection.  During the focus group and one-on-one interviews, peer 
mentors’ responses were recorded using two audio devices, which provided for 
redundancy.  Additionally, the interviewer took notes regarding respondents’ behaviors 
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and perceptions during the interviews.  Following the interviews, the audio tapes were 
transcribed into a written electronic format.  
Artifacts 
Discussion posts related to peer mentors were collected from180 online student 
journal entries from the 2015/16 school year.  As a part of the BUSN T 180 coursework, 
students were asked to write online journal entries related to their experiences at the 
university and in their personal development and post them online as discussion posts.  
Because journal entries were assignments, there was a high level of student participation.  
Students were given the option of responding as a discussion post to the following three 
topics for this assignment: 
 Communication: Describe a time this week when you communicated effectively 
taking into account the audience, context and purpose of your communication. 
 Self-directed learning:  How are you developing as a student? What new 
challenges did you overcome this week? How did you overcome them?  What 
resources did you use? 
 Leadership/teamwork:  Describe a time when you worked in a team or helped a 
fellow student this week. 
Thirty-six (20%) discussion posts specifically connected to the BUSN T 180 
students’ experiences with or perceptions of their peer mentors were collected and 
analyzed.   
Instrument description.  BUSN T180 students were assigned to post discussion 
entries associated with their academic experiences and development as students.  These 
discussion posts were written personal reflections that chronicled the students’ academic 
experiences.  
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Participant selection.  All 180 discussion posts from BUSN T180 classes from 
the 2015/16 school year were collected, reviewed, and analyzed.  
Identification and invitation.  Student names were removed for anonymity and 
privacy protection.  The discussion posts, an assigned part of the BUSN T180 course 
work, required no additional effort or invitation to access.  
Data collection.  Discussion posts were part of the public student online forums 
from the BUSN T180 class.   
Data Analysis 
Yin (2014) suggests consulting multiple sources to triangulate information, 
thereby corroborating findings and supporting a study’s internal validity (Patton, 2002; 
Yin, 2014).   To ensure that Chinese-born students’ responses were a true representation 
of how they felt, their responses were compared and contrasted with their peer coaches’ 
perceptions.  To further support the single-site case-study’s internal validity (Yin, 2014), 
data analysis needed to provide for matching patterns, building explanations, addressing 
rival explanations, and using logic models.   
   Pattern recognition is the ability to see patterns in seemingly random information, 
and in so doing, to identify core consistencies and meaning (Patton, 202; Yin, 
2014).  Pattern-making and the review of insights is often enhanced by computer data 
manipulation.  The researcher utilized computer-assisted tools, such as NVivo, when 
evaluating interview data.  These tools have been found to help determine the emergence 
of meaningful patterns (Yin, 2014).  
In explaining a phenomenon, one seeks to stipulate a presumed set of causal links 
about how or why it happens (Yin, 2014).  Yin (2014) suggests that case studies in which 
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explanations reflect some theoretically significant propositions offset the lack of 
precision available in case-study research.  The theoretical bases for this research exist 
around international acculturative patterns and student development.  Reliance on these 
theories while seeking to build explanations of peer mentors’ influence on international 
students’ acculturative process served as the platform for data analysis.  The premise of 
the research was that peer mentors assisted Chinese-born students to better integrate into 
the academic and social realms of college life in the U.S., though there is no direct 
research to support this claim. 
    Alternative or plausible rival interpretations also needed to be examined during 
data analysis (Patton, 2002; Yin, 2014).   In the final analysis of single case-study 
research, successful matching was evident for concluding that the original explanation is 
better than alternative explanations (Yin, 2014). Yin (2014) explains that using logic 
models “consisted of matching empirically observed events to theoretically predicted 
events” (p. 155).  In so doing, utilizing the logic of predicted events is another form of 
pattern-making (Yin, 2014).  
Stages of Data Collection  
 The researcher estimated it would take five months to collect and analyze data for 
this study.  In the first month, IRB approval was sought through the submission of 
permission documents.  In the second month, students were selected for one-on-one and 
focus group interviews and invitations were sent.  The following month of research 
included conducting one-on-one and focus group interviews with the resulting evaluation 
and analysis.  Artifacts were obtained and evaluated during the months when interviews 
took place. 
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Table 1  
Timeline for Research 
Action        Date 
 
Submit IRB       December 2016 
Send recruitment emails     February 20- 28, 2017 
Conduct one-on-one and focus groups interviews  March 1 – March 24, 2017 
Analyze artifacts      March 1 – 30, 2017 
Write up results      April 1 – May 30, 2017 
Defend dissertation      June 2017 
 
 
 
Ethical Considerations 
The IRB granted permission to assess Chinese-born international students and 
their peer mentors for the qualitative research part of this study. The process of gaining 
site access was well-documented and supported since the research site is a research 
institution.  The IRB functions as a gatekeeper for research initiated at the institution.  It 
is responsible for protecting participants and adhering to the relevant laws related to 
human subject research.  According to the university website, the IRB “strives to adhere 
to the highest ethical standards in its protection of human research participants in addition 
to ensuring compliance with all relevant federal regulations and state laws” (Drexel 
University IRB, 2). 
According to Creswell (2015), “The most important and fundamental issue 
confronting the researcher is the treatment of the research participants” (p. 118).  The 
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IRB’s implementation guidelines are based on three ethical practices: respect for persons, 
beneficence, and justice.  Out of respect for the study participants and their right to 
privacy, students’ identities were well-protected and their confidentiality maintained in 
this study.  To protect the participants’ anonymity, each student was given a number.  
Care was given to disguise their real names to preserve confidentiality and protect their 
privacy.   
The second consideration of the IRB is beneficence, which refers to the concept 
of maximizing benefits while minimizing harm.  Practicing beneficence for this study 
required conscious consideration, since inquiry was being made into the deeply personal 
subject of student acculturation to the United States and adjustments to college.  
Conducting the research while protecting participants from harm was of critical 
importance.  Chinese students are often shy, as well as they often highly esteem people in 
positions of authority.  Both circumstances needed to be handled delicately so as not to 
take unfair advantage of the research participants.  The researcher, who teaches freshman 
students, avoided conflict of interest by involving only upper classmen students in the 
study.   
Regarding the final consideration, justice, student participants needed to be 
treated fairly and without undue pressure to participate in the research study.  Student 
participants were informed that participation in the research would have no bearing on 
their grades, nor would any other academic benefit be offered.  Finally, the consent form 
clearly stated that participation in the research was voluntary and would have no bearing 
on students’ grades or other academic benefits.    
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 In summary, there were several ethical considerations while evaluating Chinese 
international students in the qualitative research.  Each student’s anonymity was closely 
guarded to protect his or her privacy.   Beneficence ensured treating participants with 
respect by communicating clearly the study’s guidelines in the consent forms.  Finally, 
the consent forms clearly stated that participation in the research would have no bearing 
on students’ grades or produce any other academic benefit. 
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Chapter 4: Findings, Results, and Interpretations 
Findings 
The purpose of this section is to provide an understanding of Chinese-born 
students’ perceptions and experiences with their peer coaches as described in their own 
words.  The quotes presented in this chapter represent the students’ spoken or written 
words. The researcher has attempted to portray Chinese students’ perspectives through 
illustrative quotations retrieved from the interview transcripts.  Where appropriate, 
artifacts analyses of discussion post statements are woven in with the interview data to 
enhance and validate findings.   Ten peer coaches were also interviewed in one-on-one or 
focus group settings.  Their responses are added to reinforce, validate, or contradict the 
students’ perceptions.  Six themes emerged from this study: instructional, valuable, 
foundational, friendly, influential, and responsive.  
 Themes were further broken down into 18 sub-themes.  Subthemes were divided 
into several elements.  Figure 2 illustrates the major themes, supporting subthemes, and 
elements. 
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Figure 2: Major themes of the experiences and perceptions 
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Instructional – A “Guide” 
 Peer mentors support provided instructional guidance navigating the specifics of 
the American university system. This beneficial support was mentioned by 96% of the 
students.  When a student was asked whether he would use peer mentors for international 
students he remarked, “Of course, because, like, we cannot lead our-self. We need a 
person to lead us and I think the peer coach is the best choice to do that.” 
 When I been to Drexel, I don’t know a lot of things, I don’t know how to do it, 
how to register, how to register class, yeah, so those stuffs, I think maybe we need 
to have a guide to help us to understand. (Interview 22, March 16, 2017) 
 
 Language proficiency/ communications.  Language was the most frequently 
mentioned challenge faced by the Chinese-born student participants.  Seventeen students 
mentioned that language barriers were either the first challenge they faced or the most 
difficult problem to overcome.   
Some terms, even in Chinese, we might not hear it before.  English translations 
are really hard to get.  We know the definitions, best remember the definition is 
definitely a huge job.  I can’t…  We have to understand that in Chinese first, then 
more our transfer our brain to English.  Like no matter how long you learn 
English, this is a transfer inside of our head.  I think this is one of the hardest 
things to do. (Interview 9, March 1, 2017) 
 
In the one-on-one interviews, Twenty (71%) students mentioned improving their 
language proficiency and communication skills both written and spoken as a result of 
working with their peer mentors.   
The grammar is bad sometimes my, so I write some things that they cannot 
understand, what is my meaning.  If my thinking is right, they will say, they will 
tell me how to change it and they will say what is wrong with me.  But I think 
listening skill is already improved compared to when I first come here. But after I 
take her class and sometimes in the meeting, if she speak slowly and sometimes 
the vocabulary is also improved, I can understand her meaning. […] I’m just think 
you can talk with he or she and he or she will explain and talking with you.  Not 
only can it improve opportunities, opportunities about English, it also can 
sometimes help out grade better. (Interview 15, March 13, 2017) 
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The time that I communicated clearly this week would be when my group and I 
did the pre-test for our business exam and shared our answers to each other.  In 
this case, my audience would be my teammates.  [Name] let one of us take turns 
and tell others what answers we got and why, explaining the context and purpose 
of the assignment. This did not only make me understand the point of the pre-test 
better, but also learned how to communicate clearly to my classmates and my peer 
leader. (Discussion post, October 16, 2015) 
 
It’s more easier to, like, talk with native people and improve the communication 
skills. (Interview 22, March 16, 2017) 
 
Several students reinforced that working with a peer mentor helped them improve 
their textbook comprehension and conceptual understandings. 
  Like, we can get more deeper to the content and from the book. (Interview 13, 
March 8, 2017) 
 
I think he, first of all, he, like, he explains everything every, like, concept we 
don’t understand in class or we don’t understand because of the language 
problem.  It’s definitely helped me a lot in the English, you know, because he 
explained to me any concepts, for example like socialism, what does it mean?  I 
don’t understand but he can explain to me. (Interview 24, March 17, 2017) 
 
Students commented that the comfortable nature of working in a team with their 
peer coaches made it easier for them to participate without worrying about their language 
proficiencies. 
The fact that we could talk in English without worrying and not making any 
mistakes, that made the class very fun.  And it was very easy to participate in that 
class because we were not worried [about their language skills]. (Interview 1, 
March 1, 2017) 
 
During that class and it really helped me to improve my like, I think 
communication skills. Like, doing the presentation and, yeah, talking with my 
teammate. (Interview 25, March 20, 2017) 
 
One student stated that working with a peer mentor offered “more opportunities to 
practice English” and another saw that her peer mentor had “a strong influence on [her] 
communication” and reinforcing that she saw opportunities to improve her English by 
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watching her peer coach and practicing talking with him: “If I can practice English, I can 
be as good as him.”  
Peer mentor validation. Several peer mentors commented on the importance of 
host-national and international student communication that took place within their 
relationships and how that built confidence within the students to talk with other “native 
speakers”. 
I think another thing that really stood out in my mind was that a lot of students 
were nervous about interacting with native [American] students, because they 
weren’t’ sure that native students wanted to speak to them as one student told me.  
That kind of saddened me in a way, because I think the [university] is really open 
and it’s really diverse and for them, having a peer coach who were native 
speakers and who were so engaged and who were so warm and welcoming, that 
really helped them to speak with other native students who were in their classes. 
(Peer mentor 5, March 10, 2017) 
 
 Instrumental support.  Instrumental support refers to tangible, specific help that 
others provide. Nineteen (68%) students mentioned that the specific assistance they 
received from their peer mentors aided them in improving study skills, understanding 
specific details, utilizing their textbooks, giving presentations and research techniques, 
among other skills. 
Even asking her things outside of BUSN T 180 class, and even we got a hard time 
to understand the MLS, those format, she sent us an instruction.  Like how to do 
those, which website we can use.  One thing I remember the most is the Mikes 
Bikes [business simulation software used in foundational business courses].  
Yeah, because of her, my group was standing on the first place for several weeks.  
Yeah, like she explained the details. (Interview 9, March 1, 2017) 
 
It really helped because when we had those project to do, due by the very end of 
the semester, she laid it out what you should do this week, this week, this week so 
we can build it up, like week by week so we don’t stress out by the end of the 
semester. (Interview 18, March 13, 2017) 
 
Like, I still feel lucky I met [name] first of the semester because he just like for a 
freshman student, the most important thing is how to choose a course. (Interview 
21, March 15, 2017) 
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 Study skills.  Students also mentioned learning from their peer mentors how to 
organize assignments, reinforce important concepts, and prepare for exams.  Sixteen 
students (57%) commented these were skills they learned from their peer mentors.  
It’s becoming more organized of the whole, whole academics things, like, like, 
how to, like, before doing the home work, we know where we need to look in the 
textbook. (Interview 18, March 13, 2017) 
 
Like, I have no idea about what we are going to learn.  And, like especially what 
to like, how to do the homework and how to prepare for the exams.  And my peer 
coach, and she tell us for midterm exam, we should have a look at the summary, 
summary part of each chapter and yeah, that’s really very helpful and like, saved 
my time. (Interview 15, March 13, 2017)  
 
My peer coach gave me a lot help to tell me how to improve my test grades for 
the next time.  One of the examples is do the [McGraw-Hill] connect homework 
and if you can get them all right without looking the smart book [text book], you 
probably can get most of the multiple-choice questions right in the test. 
(Discussion post, October 30, 2015) 
 
 Presentation practice.  Many students shared that giving presentations 
intimidated them due to their perceived language difficulties, concerns over their use of 
English and lack of presentation experience.  Many students (53%) found the practice 
provided by peer mentors helpful. 
It is very useful, especially to international students.  We did lots of presentations 
in this class, which helps with our presentations. (Interview 25, March 20, 2017 
translated from Mandarin) 
 
Also, how to present in front of the classmate, because at that point we are yeah, 
maybe a foreigner is very shy, afraid to present in front of other people. 
(Interview 20, March 14, 2017) 
 
So I would say BUSN T 180 prepared me for those presentations and taught me 
some skills about the, like presentations.  I think public speaks harder for 
international student because they’re not sure about the language, they may be shy 
and they may be like afraid of speaking because they’re not sure they’re talk, 
other people can’t understand what they’re talk.  So, I think that was a great help. 
(Interview 27, March 22, 2017) 
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Peer mentor validation. Eight of the ten peer mentors mentioned the importance 
of student presentations. 
It’s definitely the number of presentations that the students have to give in BUSN 
T 180 that’s definitely one of the things that helps students a lot.  And that is one 
of the most beneficial things there is for an international student.  One hundred 
percent.  (Peer mentor 9, March 22, 2017) 
 
Detailed explanations. The peer mentors provided specific details related to 
assignments, homework and presentations.  
I think it’s very helpful for international students because the peer coach can give 
us more details, and that we can prepare a lot for the presentation. (Interview 13, 
March 8, 2017) 
 
Academically, it would just be just straight forward explaining to us all the 
concepts and stuff [details]. (Interview 26, March 21, 2017) 
 
If we have any questions in the finish, finish the assignment, he can help us, he 
can help us like tell us, like, how can you to do the assignment or how can you 
construct it, the format, like that. (Interview 24, March 17, 2017) 
 
Peer mentor validation.  Each peer mentor mentioned the importance of 
providing detailed explanations and timelines for BUSN T 180 students.   
I would say it’s not social skills, but more academic skills and more following the 
structure and more being under the constraints and being able to finish the things 
on time and knowing what the [academic] requirements are and meeting the 
requirements. (Peer mentor 9, March 22, 2017) 
 
A peer mentor shared that the detailed explanations and sequential nature of the 
BUSN T 180 program supported students’ growth in their written expression and grades. 
So, you build, you build on your punctuation first, then go in to grammar, then go 
in to sentence structure and then you go into not plagiarizing and putting things in 
your own words and feeling comfortable.  And once you have all those building 
blocks, you know you can submit an A paper.  And I think weekly they were able 
to see their own progression.  And I think that was important for them. (Peer 
mentor 5, March 10, 2017) 
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 Textbook utilization. Chinese-born students often mentioned that peer mentors 
helped them learn to utilize American textbook formats.   
I remember we went through the textbook with peer leader.  That was help 
because where I’m, like, sitting by myself as a freshman, I probably won’t read 
text by myself.  But she was very helpful, like, reading through text book with 
me. (Interview 12, March 8, 2017) 
 
Before taking this course, I don’t know how to study it [textbook].  Because I 
always read the book, but I cannot get anything about it.  But I start taking this 
course, I guess, because he make us to focus on the question, every chapter will 
have.  When I finish that question, I get lots of things [better understanding]. 
(Interview 28, March 22, 2017) 
 
I have developed as a student because I learned how to study in better ways.  
Before, I usually read from the textbook, but nowadays I started taking more 
notes and highlighted important words and key points.  I also asked my peer 
leader for some questions that I had and she explained to me in clearer ways. 
(Discussion post, December 4, 2015) 
 
Peer mentors helped students navigate textbook content by providing additional 
explanations and encouraging students to paraphrase important terms and concepts. 
 Like some academic words we just like for BUSN 101 we just remember the 
definition and like [name] told us that we need to change it to our own words that 
we can remember it better. (Interview 13, March 8, 2017) 
 
 She just talked us through the [textbook] objectives and then asked about what’s 
the difficulties for us to learn. (Interview 18, March 13, 2017)     
 
 Research.  Four students commented that their peer mentors also provided them 
with the important skills of understanding how to research materials for course projects 
and navigating plagiarism rules.   
Because we have two presentations, so he could help us to find the source, and he 
can give us maybe some website, how to find data, how to find the news, because 
we don’t, sometimes it hard for us to find the data and news. (Interview 20, March 
14, 2017) 
 
So I know that copy [plagiarism] is very, very important and for the class for the 
whole.  I will never do copy [plagiarize]. (Interview 8, March 1, 2017) 
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Peer mentor validation. All the peer mentors interviewed described and 
commented on the importance of instrumental components and resources provided as part 
of the BUSN T 180 course. 
So, each week we were able to work out a particular building block for students to 
learn and you know that goes with any program. It’s good to take, to kind of piece 
it apart, because that’s the way this almost fits.  You’re able to understand, you’re 
able to fit it in to the other aspects. (Peer mentor 5, March 10, 2017) 
 
Peer mentor contradiction. Several peer mentors mentioned that not all students 
took advantage of the instructional supports offered or that students did not recognize 
their importance until a few weeks into the BUSN T 180 course. 
So initially it was going to be, like, stand-offish, [students] don’t want to be part 
of it. Then they go into their business courses, maybe struggle a little bit, maybe 
excel a little bit, and then they see this is more of resources and they’re like, ”Oh, 
wow! This class is actually extremely helpful.”  But, you still have ones that 
continue to not want to be a part of it, don’t want to put in the time, don’t want to 
come to the meetings, but the people who realize it may be after two, three weeks 
recognize that this is great. (Peer mentor 3, March 1, 2017) 
 
I’ll start with my personal group so say we got six people. I’d say you were not 
going to be one out of those six but not the first term.  So maybe one out of six in 
the second term [would not find the supports beneficial].  But that’s because they 
either just didn’t want to do well, they didn’t want to be involved at school at all. 
(Peer mentor 8, March 22, 2017) 
 
Small group/ teamwork.  Small groups of five to six students led by a peer coach 
provide the basis for the BUSN T 180 course.  Each group met four hours every week 
throughout the fall and winter academic terms.  For many Chinese-born students, this is 
their first opportunity to experience active, collaborative teamwork.   Twelve of the 
students (43%) interviewed mentioned the importance of their teams.   
There was a lot of interaction between students which I really liked because that 
case I’m kind of shy, so that forced me to socialize with different people. 
(Interview 26, March 21, 2017) 
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I just like the seminar [team] conversations going on and help us like 
academically and like daily life. (Interview 18, March 13, 2017) 
 
Two students mentioned working in small groups, provided them with the ability 
to practice their English in a “safe” environment. 
Because of my poor speaking English, I was not confident to speak up [in class].  
With my peer coach, we have smaller groups and we can express our ideas. 
(Interview 15, March 13, 2017) 
 
One student commented that the small group format was “necessary” for him due 
to the size of their business class. 
I think the peer coach is definitely necessary because like I think one class have 
like 20 or 25 students.  I don’t think, like, one professor could, like, teach often 
like one professor doesn’t have, like, the power for all of them, so I think the best 
way is to divide them into five groups and each group has one peer coach. 
(Interview 24, March 17, 2017) 
 
Artifact validation.  This finding is supported and validated by student 
disucussion posts. There were seven mentions within the discussion post data that 
described the importance and benefit that the students experienced from working in their 
teams. 
My partners also gave me lots of encouragement since I was the most nervous one 
because I hadn’t presented before.  From today’s presentation, I knew how team 
work important was. (Discussion post, October 30, 2015) 
 
Although our team is not perfect, we enjoy the process that we develop this 
presentation together.  Thanks for my teammates hard work and [peer mentor 
name]’s tutor and organized our presentation together.  I really like how [name] 
explained the logical way we should organize our presentation and why we should 
do it this way.  We could not be like this without her help. (Discussion post, 
November 6, 2015) 
 
Peer mentor validation.  An experienced peer mentor commented on the power 
of the small-group environment in supporting students’ college adaptations. 
My experiences varied per group over the three years that I did it, but a lot of the 
times that I found interesting was that even if we had people from different 
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backgrounds, they at first were a little timid, but then as the weeks went on, they 
would definitely become more of a cohesive unit and start helping each other and 
became more of, like, a family to each other and start hanging out with each other 
outside the group. (Peer mentor 10, March 22, 2017) 
 
 Career support.  The Chinese-born students perceived receiving support that was 
not limited to academics; four students mentioned their peer mentors’ influence on their 
future careers and college experiences. 
Sometimes we both do chat about future, like career paths.  Oh, actually, [name] 
influence me to, it’s not influence, like encourage me to take the co-op 
experience.  That’s really huge help for me, because I wasn’t trying to like having 
some experience, work experience here before, but she really, like, recommend to 
me to do that.  I co-op at insurance company and in financial, it’s accounting 
department.  I’ll be really grateful to her. (Interview 18, March 13, 2017) 
 
Peer mentor validation. Seven of the ten peer mentors commented that their 
relationships with their students often did not end when the class was completed.  Many 
peer mentors remain in contact with their students and offer them advice related to their 
future careers long after their formalized relationship was over. 
Others have gone on to be peer leaders, and I’m not going to say this is because of 
me, but I definitely say I opened the door and helped them.  I’ve given them 
references. (Peer mentor 8, March 22, 2017) 
 
Due in part to the influence of their peer mentors, three students later participated in 
study abroad, two students added coops to their educational plan and one student decided 
to double major. 
 
Valuable   
  
 During the one-on-one interviews, all but one student (96%) commented on how 
beneficial and valuable the BUSN T 180 class and their peer leaders were to them. 
BUSN T 180 is absolutely the great class for freshman. (Interview 4, February 2, 
2016)   
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 Helpful.  Sixteen students specifically mentioned the helpfulness of their peer 
leaders and the BUSN T 180 program. One student expressed the importance of this help 
“from the tip of her heart.” 
BUSN T 180, if you get really good grade for the first term, you have strong like, 
more confident.  Okay, I can do well in the rest of the years.  Okay, I know how 
the school working.  The first term weeks I think is really important from tip of 
my heart.  Really, like, it’s much more about the first step.  It’s not simple.  You 
have to still do like management, like this class, this class, all schedules.  We have 
to focus on the academic.  At the same time, we have to get along with the 
environment.  That’s why I think this is the first step really important. (Interview 
9, March 1, 2017) 
 
I had a peer coach (name) who can help me both on my academic work and 
college life.  I had a meeting with (name and my group mates on Wednesday, we 
had a discussion on our first assignment and it is really helpful for doing my 
assignment. (Discussion post, September 25, 2015) 
 
The help peer mentors provided was not limited to the foundational business 
courses to which it was formally connected. 
Our group had discussion about questions of chapter 17, and also questions from 
other courses, such as Economy class.  The whole meeting was good and helpful. 
(October 2, 2015) 
 
The help the students received in BUSN T 180 was so important that the students 
themselves were seen as resources to other freshmen.   
Actually, I know some of my friends who are Chinese don’t have BUSN T 180.  
Actually, people who have BUSN T 180, I can feel they have better doing their 
homeworks and presentation because they will get the peer coaches help than 
somebody whose don’t have BUSN T 180 and sometimes I know people who 
don’t have BUSN T 180 will ask us, will ask we who have BUSN T 180 class 
about presentation and projects, like, “Can you help me how to do this?” Actually, 
it happens a lot. (Interview 8, March 1, 2017) 
 
Peer mentor validation.  In response to discussions about the program’s 
helpfulness, peer mentors were unanimous in their perceptions that it was beneficial to 
students. 
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Asked if this program was beneficial to students one thousand billion percent was 
helpful to the students.  I can’t express that enough in a number. (Peer mentor 8, 
March 22, 2017) 
 
One of the experiences in particular that I do remember, was when I would help a 
student, they really appreciated it.  I would get emails and text messages saying 
“thank you very much” and “thank you for this program” and having students 
feeling very rewarded by the program was what I remember most.  Not to say that 
didn’t come with difficulties, but even with those difficulties, I feel like the 
students really did have a rewarding experience. (Peer mentor 10, March 22, 
2017) 
 
Two experienced peer mentors believed all the student benefited, even if there 
were no specific academic improvements.  Both peer mentors perceived that language 
abilities had improved and college transitions were eased for all participating students. 
I think this program was beneficial to every student who was participating in it, 
because it wasnt’t detrimental to anyone in my experience.  I think everyone saw 
an improvement in one way or another.  I don’t know if there was lifting grades, I 
don’t know if that was sustained over several years.  I think language had 
improved, I think social context, and like just culture, acculturation had improved.  
I think later was so many, like intangibles that this kind of a program addressed.  
(Peer mentor 4, March 1, 2017) 
 
From my recollection, I don’t have, I don’t recall any students who didn’t benefit 
from the program, either in my group or the groups that I spoke with.  But I think, 
tactically, it was important for me to engage each student differently for them to 
contribute, you know, to the degree that they could.  (Peer mentor 5, March 10, 
2017) 
 
Feeling strongly about the long-term benefits of the program, one peer mentor 
reflected on when she would see her students in the years following their participation. 
I think every time that I ran into a student who I hadn’t seen in a while, it always, 
it always amazed me, like students that were or weren’t very academically 
engaged with the program.  They were 100% different when I saw them, just like 
super communicative, so excited to talk and catch up.  Different, basically 
different people and it was kind of night and day, and I don’t know if that is just 
development, the normal trajectory of a student.  I feel that it has some impact 
being involved in BUSN T 180 versus not.  If not academically, then I guess 
social, so a hundred percent, it is beneficial. (Peer mentor 4, March 1, 2017) 
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Peer mentor contradiction.  Several peer mentors also commented that it 
frequently took students several weeks to engage in the BUSN T 180 program and it was 
sometimes difficult to know immediately if their students were committed to learning. 
Because it [student engagement] did differ, I was trying to gauge whether , the 
students were apathetic towards business in general or if they really cared about 
learning or trying to work with the peer coach, or if they just really had trouble 
understanding English.  (Peer mentor 2, March 1, 2017) 
 
Peer mentors commented to varying degrees about whether all students received 
benefit from the program.  Peer coaches’ comments indicated that anywhere from 0% to 
as many as 33% of student participants did not receive value from the program.  The peer 
mentors believed this small subset of students did not wish to excel at school, be in 
college, or be business students.  Peer mentors believed the students themselves lacked 
the motivation to learn, not that the program had let them down. 
So, it helped those people who wanted to understand it.  At the end of the day, 
you’re going to success if you want to succeed, you’re going to accept the help if 
you want it and you either look at it as an opportunity or you look at it as 
something that just needs to get done.  So, did it help? Sixty-six percent [of 
students].  (Peer mentor 3, March 1, 2017) 
 
Provided confidence/ sense of accomplishment.  As the students developed 
under their peer mentors’ guidance, they felt more confident and often a real sense of 
accomplishment.  Fifteen students (54%) shared how their interactions with their peer 
coaches gave them confidence.  One student, when asked what influence her peer coach 
had on her remarked. “Confidence!  because she did very well academically, and like, co-
op.  And I feel like as an international student I can too.” 
Today was a big day because my partners and I presented in front of some Deans 
of the school about a product.  After presenting, I almost cried and I wanted to 
hug my peer coach and thank her.  Whenever we had trouble about the 
presentation she could show up immediately and helped us out.  Also, my partners 
also gave me lots of encouragement since I was the most nervous one because I 
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hadn’t presented before.  From today’s presentation, I knew how team work 
important was. (Discussion post, November 6, 2015) 
 
I think I am more confident now compared to the last week.  I am regular with my 
studies and my co-curriculars as well.  I took advice from my peer leader and 
altered my routine.  (Discussion post, October 2, 2015) 
 
In a poignant story of struggle and determination, one student shared the profound 
impact that her peer leader had on her confidence to make friends and fit in socially 
within the college environment. 
Okay, I’m a very proud person and if I see other international students who are 
doing it and they are okay, and I’m the only one struggling because I tried so 
hard.  I wanted it so much and so I had to slow down a little and give myself a 
year.    I can remember in the beginning, there was a time when there were so 
many people outside and I wouldn’t go out.  I would wait until like 4:20 when 
there weren’t so many people outside and I would go to the dining hall or 
somewhere just to avoid people.  That was bad I’m telling you (uncomfortable 
laugh).  Like I said I didn’t know the way to make friends especially with native 
English speakers.  And so I would treat [peer mentor] like my American friends 
and that gave me confidence that going forward I could be friends with more 
people.  It was very important. (Interview 1, March 1, 2017) 
 
Peer mentor validation.  Three peer mentors mentioned that they saw an 
improvement in their students’ confidence levels, especially related to giving 
presentations.   
I think the best thing that this program was for, not just helping them with their 
core school work, but I think giving them self-confidence as well.  I think for the 
most part that having the students build their self-esteem and socially, and then 
everything academic will come after that.  It really builds upon itself.  (Peer 
mentor 10, March 22, 2017) 
 
Improved academic performance.  Six students mentioned specifically that they 
believed their grades improved as a result of working with their peer leaders within the 
BUSN T 180 course. 
That I could get a higher grade than BUSN 101.  And did you get a higher grade?  
A- and I got a C- in BUSN 101.  Yeah, because [name] gave us lots of help for 
things .  Like, I can remember the contact from the books, and the point of 
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different units and the chapter.  I can get a better ways to understand the Power 
Point [professor’s lectures] and the books. (Interview 13, March 8, 2017)  
 
 If I don’t have BUSN T 180, I think my GPA won’t be higher and I think I won’t 
more understand business things.  Yeah, it really helps me a lot. (Interview 22, 
March 16, 2017) 
 
Just lots of work and this is all for, but it is good for me.  After I do the object I 
can understand, and then when I take the exam, I think my grade is better than 
student who not take this class. (Interview 8, March 1, 2017) 
 
Peer mentor validation.  Most of the peer mentors commented that one of their 
primary duties was to assist with their students’ academic achievements. 
 My first thought is that I need to provide assistance for my students to help them 
achieve their academic goal, which is to successfully complete their BUSN 101/ 
102 assignments and projects.  And help them quickly adapt to US as well as the 
[university] educational system. (Peer mentor 6, March 16, 2017) 
 
 [Name] who is the person in charge of the program, he would say things like, 
“We need to make sure that the money we’re spending, you know equates to 
better grades.”  (Peer mentor 3, March 1, 2017) 
 
 One long-standing peer mentor commented that student growth, especially related 
to presentations, was often surprising and unexpected. 
One of the things that stands out the most to me are the times when the students 
would just like shock us with presentations.  Like, they would just get up and give 
this presentation, and you were like, “What?! That came out of left field! Like that 
was so crazy how good that was” or, like, a huge improvement.  Just a complete 
180.  I remember that so vividly.  Every, every single term it happened.  There 
was always just, like, a group that got up there and totally shocked us.  It was 
almost like they jumped up five levels then that’s where they’d be, and then 
they’d jump up another five.  But, all of the improvements were so significant 
when we were doing presentations. (Peer mentor 4, March 1, 2017) 
 
Peer mentor contradiction.  One Chinese-born peer mentor commented that not 
all students improved academically due to their personal attitudes or lack of desire to do 
well academically.   
It is beneficial to the students with the incentive to study well.  But if someone 
participates in BUSN T 180 then he doesn’t have the intention to do it [achieve 
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academically], to do it well, then I find it very hard for him to actually do well.  I 
would say 20 % of students.  The ones who don’t really care about how well they 
do in the university, I found that’s a very big problem. (Peer mentor 7, March 16, 
2017) 
 
Foundational – A “Base Stone” 
Students expressed that having peer mentors supporting them as freshmen was 
like a corner stone, foundational to their college experience supporting their future 
academics and college connections in meaningful ways.  Eighteen students (64%) 
commented on the importance of the “orientational” support provided by their peer 
mentors.  
I definitely be really thankful for this program, because it’s kind of like a base 
stone for my college life here and it introduced me to a lot of different things, 
including study abroad program and definitely [peer mentor] helped me a lot with 
the process to apply it.  Otherwise, I don’t like for freshman, it’s kind of really 
hard for freshman to build a connection between the TA and professors, I think.  
This program definitely helps us to like, pull us closer to, with, the professors and 
like to get to know more people, for sure. (Interview 12, March 8, 2017) 
 
Peer mentor validation. Most peer mentors shared that they worked with students 
to provide them with necessary information related to orienting to the university, as well 
as, to the United States.  Peer mentors commented that they helped their students set up 
bank accounts and provided them with important university details, which reinforced 
their resourcefulness to students. 
So, I would say like you know things about [university] like your account and 
setting up your email and buying text books.  Like, I didn’t expect that to be the 
first things I’d have to go over.  I thought I’d jump right in to the business 
material.  But it was okay we need to back up and we need to start from scratch 
here.  Which I think said a lot about what we were doing, too. (Peer mentor 1, 
March 1, 2017) 
 
Adding to another peer mentor’s comment. -Yeah, so funny.  It’s like, logistically, 
just the things that you wouldn’t even think, like ordering food; it’s the most 
random things. (Peer mentor 4, March 1, 2017) 
 
One peer mentor saw the transitional support as critical to his students. 
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I don’t think they have a person in their lives at this specific university that is 
native-born, per se, or that understands all those things and can help them through 
that step-by-step. (Peer mentor 3, March 1, 2017) 
 
University “onboarder.” Onboarding is the action or process of integrating a 
new employee into an organization and familiarizing him or her with how the system 
works.  Seventeen students (61%) commented how their peer mentors helped integrate 
them into their academics, social networks, and campus life.  Many students also 
perceived that this integration was instrumental to their later college successes. 
I think that’s very, very important class for international student to, to adapt to 
other class in later years in college.  Like, imagine the social, the academic, if you 
don’t , if you don’t understand or learn how, how’s everything works, you 
probably will have a hard time to get into the college life. (Interview 23, March 
17, 2017) 
 
BUSN T 180 is really helpful, because we have totally no idea how to study and 
how to live in the campus, how to talk to our professors. (Interview 11, March 8, 
2017) 
 
It is like a longer orientation for international student because actually the 
program is for like our orientation academically and further like the at the 
beginning of the first term. (Interview 10, March 1, 2017) 
 
She pops out in my life at freshman year because she was I think she was a junior 
or senior by that time, so she knows so much about [university], she was telling 
me so many like tips at [university]. (Interview 12, March 8, 2017) 
 
This sentiment was echoed by others when they made the following comments:  
 “We try to understanding how the college work”  
 “How this professor works in the class.”  
 “Learn how everything works [without it] you will probably have hard time to get 
into college life.”  
 Students explained how beginning at a university as an international student was 
somewhat overwhelming and how their peer mentor provided them with help to integrate. 
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I think that, that was the first term in [name] university.  I was worried about my, 
like GPA, study, class, ‘cause I don’t know.  I don’t know what, what should I do.  
What can I do.  I’ve never been in like this a foreign country.  I don’t know the, 
like, system here. So, I was kind of worried.  She was kind of helping me on that. 
(Interview 4, February 2, 2016) 
 
One student explained in Mandarin the importance of BUSN T 180, “In summary, 
T 180 helps to make all of your courses easier to understand.”  Students also noted 
specifically that their peer coaches helped familiarize them with the academic system of 
their Foundations of Business [BUSN 101/ 102] course work. 
She, at the very at the very beginning, because it’s the first time we’re like, taking 
the BUSN 101, and we’re not familiar with the system, of how do, the [McGraw- 
Hill] Connect system, of how doing the homework.  So, at the very beginning she 
got us step by step, and showing us how to find information from the text book, 
how to some, gave us how to find the correct answers. (Interview 16, March 13, 
2017) 
 
One student shared how his peer coach helped them “join the class”. 
Maybe because, maybe he is a guy help me to enjoy this campus and also help me 
to involve in the social life, maybe, and also involve in the class.  Yeah, ‘cause 
maybe like if it’s a normal class, maybe just another class we don’t have a peer 
coach, so we just go to the class and listen to the professor for two hours then go 
back to dorm.  But if have the peer coach, he will help us to join the class. 
(Interview 20, March 14, 2017) 
 
One students commented that their peer mentor “pulled her closer to the 
professors.” supporting an important academic connection with their instructors. 
It’s kind of really hard for freshman to build a connection between the TA and 
professors, I think.  This program definitely helps us to like pulls us closer to the, 
with, the professors and like to get to know more people.  For sure. (Interview 16, 
March 13, 2017) 
 
Peer mentor validation.   Peer mentors recognized the important role that they 
played in students’ lives helping them navigate the university “step-by-step.” 
I don’t think they have a person in their lives at this specific university that is 
native-born, per se, or that understands all those things and can help them through 
that step-by-step. (Peer mentor 3, March 1, 2017) 
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The peer mentors’ support for international students transitioning to college was 
not limited to academics.  Students found that their peer mentors were a resource for 
various topics including career planning and social networks. 
I ask many questions, like about life problems.  Like, just like common questions, 
like what classes to choose, like organization. What kind to choose, which one to 
join.  Kind some career, career planning. (Interview 15, March 13, 2017) 
 
She invited me to visit her office so she can introduce me to other people.  I did 
build a little network on her connection. (Interview 18, March 13, 2017) 
 
Others felt that being in a group with a peer mentor made them feel “like I was a 
member of [name] university.”  One student explained that the simple act of greeting her 
peer coach made her feel more a part of the university- “Just to say hi like normal friends 
meant so much to me, I felt I was involved.”   
Peer mentor validation.  One peer mentor expressed her view that she believed 
that students experienced the university differently by having a peer coach as a guide.  
She saw that peer mentors provided a kind of GPS for students to acclimate to the 
university and help them feel more comfortable. 
And then personally, I think students would come to me for advice and they came 
for advice to a lot of the peer coaches and I openly encouraged them to do so.  I 
was told that you know, I told them it was beneficial for them to be able to open 
up to me and they did.  And they did experience [university] different through 
having a peer coach there.  Through somebody guiding them in that sense.  And 
they were able to transition to how fast-paced [university] is, at least more easily. 
[…] Every student wanted to engage, every student had the ability to speak, but 
you just give them tools to do that.  So where, you’re telling them what clubs 
were available to them or how to explore Philadelphia- those were the tools that 
really helped them feel comfortable going where they were going and then where 
students were able to be social.  I think we as peer coaches just kind of gave them 
the GPS to do so; we gave them you know, “This is how to do it.” and they did it 
willingly. (Peer mentor 5, March 10, 2017) 
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Peer mentor suggestion.  Both Chinese-born peer mentors interviewed suggested 
aiding college transitions, it would be beneficial to assign a Chinese-born peer mentor 
during the first term in college and assign a host-national student the second term.  With 
the ability to speak in Mandarin with their students during their first term, they believed 
supported quicker adaptations for students.   
But I feel like, with my experience with my students, I can communicate with 
them in Chinese so they can understand more quickly.  And that made (it 
successful), after the first term, when they had some experience at Drexel, they 
can switch it to a domestic [peer mentor], where they can provide more campus 
resources for them.  I think for the second term, they can experience more 
American culture and American education system, or even more campus 
organizations. Peer mentor 7, March 16, 2017 
 
They are also international then it’s actually very beneficial, because they had the 
actual experience into integrating in to the culture, whereas if you ask a domestic 
peer coaches, then they may be able to help you on the social active or academic 
side, but then they can’t really help you integrating yourself into the culture. (Peer 
mentor 7, March 16, 2017) 
 
Cultural translator.  Eight students mentioned that working with their peer 
mentor helped them navigate the pedagogical differences they experienced at their 
American university.  This finding is supported by Chinese Acculturation research.  
International students from China, shared their experiences of misunderstanding the U.S. 
college academic and social systems (Bertram et al., 2012).  The Chinese pedagogical 
environment relies heavily on remaining quiet during class while withholding questions 
and personal opinions (Bertram et al., 2012; Wang & Mallinckrodt, 2006).   
I think most of us are afraid of our English especially when you ask a question 
and a professor answers deeply and (laugh) you have no idea what they say and so 
you just make a decision to keep it there. (Interview 5, February 2, 2016) 
 
Eight students mentioned specific areas of concerns about academic cultural 
challenges and how their peer mentors helped them navigate these differences.   
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For example, in the United States people are very comfortable in sharing their 
opinions.  They are very open so whatever comes to their mind they speak out.  
So back in China now when I was taking classes most of the time professors talk 
to all of the class time and students didn’t have time to ask questions and we don’t 
have much time to discuss.  I saw BUSN T 180 it was very supportive to student. 
(Interview 2, January 27, 2016) 
 
Of course, like the environment, environment was totally different with my home 
country. […]  And then I think, like, the class for student is most impressing 
because I need to catch up with every class in English. (Interview 10, March 1, 
2017) 
 
I think, this, this is a great experience for me, learn what their culture is like and 
to learn, and to learn the, like, to help me with the academic study.  Yeah, I would 
say it great experience. (Interview 19, March 14, 2017) 
 
Addressing and communicating with professors was an important socio-cultural 
skill the students learned through their peer mentors’ instruction and example. 
We can’t [call] our professor, because some will prefer we directly call name, but 
in China, we never.  We only call this professor’s last name.  It’s really a culture 
difference.  We still have the feel like.  I think BUSN T 180 for me is, like, closer 
with the professor, that I can know more, like, how this professor works in the 
class.  With the peer coach in front of us, how are they communicate with the 
professor.  It helps a lot. (Interview 9, March 1, 2017) 
 
Because of Chinese culture, we are just scared of teachers.  Anybody that is way 
older than us.  So, they (peer mentors) are like the intermediary.  We just feel like 
we are more relax when we are with the peer coaches. (Interview 7, March 1, 
2017) 
 
Giving presentations is also uncommon in the Chinese educational system so peer 
mentors’ presentation support was a well-appreciated cultural transition offered to BUSN 
T 180 students.   
And we also have a presentation that’s basically the very first presentation I’ve 
had in my college. That was, I think, that’s very, very important class for 
international student to adapt to other class in later years in college. (Interview 23, 
March 17, 2017) 
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Peer mentor validation.  As an international student, one of the peer mentors 
recognized the challenges that students faced as they acculturated to a U.S. university and 
how having a peer mentor “helped them fill the gap and adjust more quickly”.   
There is such huge educational gap between China’s education system and the US 
education system.  Having peer coaches to support them, trying to help them fill 
that gap, they adjust more quickly. (Peer mentor 7, March 16, 2017) 
 
Peer mentor suggestion. One domestic peer mentor commented that it would 
have been useful for him to have had cross-cultural training prior to becoming a peer 
coach.   
I think it would have helped originally if every one of the peer coaches had taken 
some sort of cultural simulation class to really understand how to best deal with 
the students because I know one of the issues I faced in my class was not knowing 
whether students were shy or if it is their nature because of their schooling to be 
more reserved and not to raise their hand and not to be open-minded or question 
the professor.  That [cross-cultural education] would have really helped as far as 
understanding them. (Peer mentor 2, March 1, 2017) 
 
Emotional support/ encouragement.  Acculturating to an American university 
can be very stressful (Bertram et al., 2012; Sam & Berry, 2010).  Eight students, seven of 
whom were female, mentioned the “essential” nature of the emotional support and 
encouragement they received from their peer coaches.   
If you have some stress you can talk with her. (Interview 8, March 1, 2017) 
And the support even from my peer leaders that helped, it really meant a lot to 
me.  And it would really make my day when someone would encourage me.  It 
was such an essential. (Interview 1, March 1, 2017) 
 
She will tell me how to present in front of all the people, ‘cause sometimes I’m 
kind of nervous.  She’ll like tell me how to stand, how to talk, how to be 
confidence, and will, like, give me some sign when during the presentation when I 
speak too fast.  She will give me some sign to let me slow down, which helps me 
a lot.  She always, like, keep giving, like, we always, like making the eye contact 
and she gives me a sign to relax. (Interview 22, March 16, 2017) 
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Peer mentor validation. Three peer mentors recognized the role they played in 
emotionally supporting and encouraging their students.  This further substantiates the 
student participants’ responses. 
At least in my group, they responded well to positivity, and I think it’s good to 
peer-coach through a positive method.  And, you know, that can happen in many 
forms, whether you’re smiling at them or whether you’d exuding kind of a 
warmness towards them, students seem to respond better to that. (Peer mentor 5, 
March 10, 2017) 
 
I don’t think it’s just for academics; it’s like what we said, what Elizabeth was 
saying too, the social aspect, the emotional aspect, the transitional aspect are all so 
important and I don’t think we all realized the importance of them. (Peer mentor 
1, March 1, 2017) 
 
Peer Mentor Characteristics 
 Rootman (1972) notes that different students desire different things as they 
transition to their new college environment.  This was substantiated in this qualitative 
research study in which Chinese-born students mentioned three different qualities of their 
peer mentors which had the greatest impact on them: friendliness, successful 
accomplishments and prompt responsiveness. 
 Additionally, Deng and Walker (2007) reinforce that the assimilation process for 
Chinese-born students is dynamic and multi-faceted.  This research further corroborates  
that international students may value various abilities within their peer mentors at 
different times due to their needs and their personal acculturative journey. 
Friendly 
 Fun/ caring/ compassionate.  Thirteen students (46%) mentioned that there was 
an “ease” to working with their peer leaders and often they had “fun”.  The students felt 
their peer coaches cared about them, which created an environment that was comfortable.   
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It was a very fun class, first of all.  I was looking forward to that class every 
week.  It was so fun personally, probably I feel like everybody enjoyed the class. 
(Interview 7, March 1, 2017) 
 
We didn’t only, like, as a group we didn’t only talk about academics, we talked 
about like, social stuff.  Like, I think it was almost Valentine’s Day and we just 
talked about, like, what we were going to do during Valentine’s and all that sort 
of stuff.  So, it wasn’t only academics which made it, made it more, I guess, 
friendly in a way. (Interview 26, March 21, 2017) 
 
Sometimes you don’t [understand] some concept and she will explain it really in 
detail and she will ask you, like ‘do you understand or are you still confusing?  
She’s like care about us. (Interview 22, March 16, 2017) 
 
I think she is a very nice person, first of all and then she has the heart to support 
her students, so I think that’s a very positive influence on me. (Interview 14, 
March 10, 2017) 
 
So, comfortable were students’ interactions with their peer mentors, that they 
commented that sessions felt more like friends “hanging out”.  When asked if they were 
friends with their peer mentors, 93% said yes. 
Artifact validation. There were four discussion posts which mentioned the 
friendliness and comfortable interactions that the Chinese-born students experienced with 
their peer mentors.  This further substantiates the qualitative findings from the studies’ 
Chinese-born student participants.  In one discussion post, a student describes the 
closeness that she feels towards her peer-mentored group and the fondness she has 
towards her peer mentor as she plans to “miss her very much” over break. 
I love my peer coach so much.  She is absolutely helpful and friendly.  We 
reviewed for the test, discussed recent news, and every tiny things happened in 
our life.  It was a great time because we shared the experience as friends. We 
covered from entertainment in life to academic study.  I felt super comfortable in 
every meeting It is almost the end of this quarter.  I am so happy that vacation is 
coming, but I feel upset due to I am going to miss my friends and peer coach very 
much. (Discussion post, March 7, 2016) 
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Peer mentor validation.  Seven (70%) peer mentors commented that they 
endeavored to create a casual, comfortable learning environment for their students.   
They were very engaged when the other students were speaking, and they also 
laughed a lot, which is really important in that kind of setting because it’s so 
intimate.  You know, there’s only five or six of us, so you don’t want to be sitting 
there kind of with sullen face.  You want to be laughing and you want to enjoy the 
time together. (Peer mentor 5, March 10, 2017) 
 
I always try to bring fun and humor to the situation because, you know we’re 
doing school work and that’s not always the most fun sort of thing.  So you add 
little jokes here and there and it goes a really long way.  Because being able to 
make someone smile, usually allows you to open up to their honesty. (Peer 
mentor 8, March 22, 2017) 
 
Peer mentors felt that these efforts bonded their teams and enhanced the students’ 
engagement. 
Once they feel comfortable with you, they’re bound to succeed, at least when 
you’re with them.  Unless they don’t want the help. (Peer mentor 3, March 1, 
2017) 
 
One peer mentor commented that showing personal interest in her students added 
to the ease with which students “opened up” and learned.   
Them realizing we kind of had an interest in them allowed for more comfort and 
more opening up, and that transferred over into the business curriculum 
[academics]. (Peer mentor 1, March 1, 2017) 
 
 “Relaxed” communications. Nine students commented that speaking casually in 
English with their peer leaders and teammates helped them improve their interpersonal 
communication skills. 
This really helps, because there’s not much space [opportunities] for us to speak 
English.  (Interview 9, March 1, 2017)  
 
Because we all Chinese student and we all encourage like each other to be brave 
enough to talk, so I think that was a big help. (Interview 12, March 8, 2017) 
  
Because when I was freshman, like, I don’t think a lot of people, would have like 
native friends to talk with. So, it’s more easier to like talk with native people 
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[Americans] and improve the communication skills. (Interview 25, March 20, 
2017) 
 
So as (name) helped me and my team, that made me feel more confident.  And as 
he would speak and I would listen I could pick up words.  And respond like them 
and try to talk like them.  (Interview 7, March 1, 2017) 
 
Peer mentor validation. Six (60%) peer mentors noted the importance of informal 
communications that were experienced within their peer-coached teams further 
documenting this finding. 
Two peer mentors commented that they often started their meeting times by 
checking in with students, asking about how their lives and academics were progressing.  
And during those two hours, I always started off with at least 15 minutes of kind 
of “How you guys doing? How’s everything going with your courses?” (Peer 
mentor 8, March 22, 2017) 
 
Sometimes the peer leaders would bring food to their meetings which seemed to 
soften’ their times together and reinforce a sense of comradery. 
Everyone will bring their snack or food and we can share together and chat and it 
was like really great. (Interview 10, March 1, 2017) 
 
Speaking from the point of view as a Chinese-born student, a peer mentor states it 
is often difficult to international students to have conversations with host national 
students. 
Maybe it’s just because I’m coming from China, it’s very easy to be ignored by 
the whole group [American students].  But, I don’t think that’s a big problem once 
I start talking, every time, most of the people that I’ve met, gave me the respect to 
listen to my conversation.  (Peer mentor 7, March 16, 2017) 
 
 Community builders.  As the peer leaders worked with their teams, many 
students commented that they began to feel like a part of the broader university 
environment.  Nine students commented specifically on becoming a “member” of the 
community. 
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He is a guy help me to enjoy this campus and also help me to involve in the social 
life, maybe and also involve in the class.  Yeah because maybe, like if it’s a 
normal class, maybe just another class we don’t have a peer coach, so we just go 
to the class and listen to the professor for two hours then go back to dorm.  But if 
[we] have the peer coach, he will help us to join the class. (Interview 20, March 
14, 2017) 
 
Like in the beginning I didn’t know much about [university], right?  He would 
constantly change the meeting location.  So the library one time, then LeBow one 
time, right?  Somewhere else on time.  He kept challenging us.  He didn’t know 
probably, that because my social life was so small, so limited to my dorm, I really 
enjoyed going to other places, meeting with people.  When I was sitting in the 
basement of the library.  It was a big you know discussion area.  I felt that I was a 
part of it, the member of [university] meant a lot to me. (Interview 1, March 1, 
2017) 
 
The community building was not limited to academics as several students 
mentioned making social connections. 
She invited me to visit her office so she can introduce me to other people.  I did 
build a little network on her connection. (Interview 16, March 13, 2017) 
  
 Peer mentor validation.  One peer mentor from several years reflected on how the 
weekly meetings reinforced a sense of community for his students and provided a good 
“breaking point” for students in feeling comfortable in their new university environ. 
I had one group one year that was a group of all female Chinese students.  They 
were pretty shy to speak to me in the beginning, for whatever reasons, for cultural 
differences.  And then as the weeks went on, they became very open with me; 
they would bring me snacks and gifts and things like that.  It became very 
comfortable.  So I think that was a very good “breaking point” for these students, 
that they didn’t have to be afraid of another student at college; it made them feel 
comfortable. (Peer mentor 10, March 22, 2017) 
 
Influential 
 Often, the success, work ethic and charity of peer mentors often had a strong 
influence on their Chinese-born students.  Thirteen students (46%) described holding 
their peer coaches in high regard, which predisposed them to listen to and follow their 
example, academically and socially. 
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 Successful/ admired.  Twelve study participants (43%) described how they held 
their peer coaches in high esteem and desired to follow their model.  Through colorful 
and meaningful language, students describe their peer coaches’ examples and how they 
inspired them. 
[Name] did very well academically, and like, co-op.  And I feel like as an 
international student I can, like she’s like a pioneer for me. (Interview 15, March 
13, 2017) 
 
Actually, [name] was like gives me a lot of influence because she’s like very good 
at everything and lives pretty well here.  And it seems like she’s older than me.  
And also, as a peer coach, she studied very well and had a good relationship with 
professors.  I admire her very much. (Interview 12, March 8, 2017) 
 
The reason why, why he, he or she can be a peer coach, definitely the professor 
think she is qualified, or she or he is qualified.  So, I think her or his experience 
will be a very like, not will be like a benchmark for international students to 
whatever, learn or like, imitate.  (Interview 23, March 17, 2017) 
 
One student mentioned calling her peer coach “Laoshi” which in Mandarin is a 
very respectful term referring to someone equal to a teacher or professor.  Another 
student expresses that her peer coach was at a “higher-level position” and yet another 
referred to his mentor as a “senior in the company.”    
When you’re young and somebody has a strength, it makes an important to you.  
You look up to them. Yes.  Yeah, I think he was really good.  (Interview 1, March 
1, 2017) 
 
A student summed up many of the students’ sentiments by saying, “She makes me 
want to be that good.  She inspired me.” 
Artifact validation.  Several discussion posts revealed the respect and admiration 
that the Chinese-born students felt toward their peer mentors further corroborating this 
finding. 
I learned a lot from this amazing girl.  I always wanted to be her by the time I was 
junior. (Discussion post, March 1, 2016) 
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Peer mentor validation.  To participate as a peer mentor within the BUSN T 180 
program, peer mentors were required to maintain GPA’s in excess of 3.0.  Additionally, 
the academic and social success of the peer mentors was a primary consideration in their 
selection to the program.  Three peer mentors supported this finding. 
Having role models in your class or with a student who is already established here 
and learning how to advocate for yourself, with professors, with bosses. […] I see 
those things as improvements [for students]. (Peer mentor 4, March 1, 2017) 
 
Hardworking/ motivational.  Six students mentioned that working with peer mentors 
increased their drive to perform at a higher level and to work more diligently.  Some 
students remarked that seeing their peer mentors’ work ethic buoyed their spirits when 
they were studying. 
I, from what I heard from her during the group meetings, she was always telling 
us how she had a lot of work ahead and how she was able to get through it.  So 
that sort of, I guess whenever, whenever I was stressed with exams or work, I 
would just think, ‘Oh, I’m not the only one.  There’s other people that’s working 
harder.’ So, that sort of helped me a lot with, with just academics overall. 
(Interview 26, March 21, 2017) 
 
Working alongside their peer mentors, students felt motivated to study more so   
they could be like their mentors. 
But I know different people have different thoughts, ‘cause I remember there’s 
another student with me and with [name] and she wasn’t doing that good.  And 
she’s always like “Alright, we finished homework, then we leave.”  Not like me, I 
was thinking, “Hmmm, [name] doing well and I want to be someone like her.  I 
want to study her.  I know I can be, I can get that high GPA like her.  Like when I 
stay home, I’m always want watching TV, play games.  But if I stay with [peer 
mentor], I think yeah I should do some work.” (Interview 11, March 8, 2017) 
 
For some, the ease with which their peer mentors communicated in English set a 
high standard.   
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I think [name], for me in the beginning during the peer coaching time, he was like 
a mountain for me to look up to and really try.  He had the perfect personality for 
me at that point of time.  Because I was shy, I didn’t talk a lot, but at the same, 
like inside, I was a very open person.  I love to talk, to share people what I think.  
And then he could do that freely, and he does a good job.  So, I look up to him 
and I tried to communicate with people more, interact with people more. 
(Interview 1, March 1, 2017) 
 
Peer mentor contradiction. Several peer mentors talked about the struggles of 
connecting with their students’ “intrinsic motivation”, so they would apply themselves 
to the work required of them in the BUSN T 180 program.  This is contrasted by the 
students’ responses of inspiration.  For the peer mentors, not all Chinese-born students 
were motivated and it was sometimes difficult to inspire them.   
It’s really hard to find intrinsic motivation to do better to do something in class.  I 
think that’s one of the biggest drawbacks, but the point is that it’s hard to make, 
like, to make people intrinsically motivated to do well in class. (Peer mentor 9, 
March 22, 2017) 
 
  Charitable. Four students expressed that working with their peer mentors they 
were encouraged to help others. Students noted that throughout their college experiences 
they were influenced to share their wisdom and experience with younger students; 
providing them with needed help and assistance their peer mentors had given to them. 
I think there’s one thing I, for long-term, I still have that now, is I’m always 
willing to help people that are younger than me, and sharing, like, I’m, like, 
especially when I meet someone who’s a freshman. I always trying to give all my 
experience to her, to share with her or him, to try to help them.  That’s what 
[name] did for me.  I was really, really appreciated.  (Interview 12, March 8, 
2017) 
 
[Name] taught me that you could spend time with your friends and hang out with 
your classmates.  And if you can hang out with others and make them a better 
person why don’t you do the second one.  So, he taught me it’s important to help 
people. (Interview 1, March 1, 2017) 
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Responsive   
 Eleven students (39%) noted that their peer coaches were easily accessible and 
often patiently provided needed assistance.  They mentioned they could text or call their 
peer leaders and they readily responded to their questions whether about academics or 
other issues. 
Because for her, that’s like pretty easy stuff, but she can explain me once and 
once again.  I just appreciate for that.  (Interview 10, March 1, 2017) 
 
 Available/ responsible.  Connections between the students and their peer coaches 
was improved given the availability of smart phones and the Internet, as commented by 
eleven students.  Students noted, "I can ask her, use the phone and message talk any 
time". "I can reach out to her.  Text her any time".  "She's accessible". "He provide help 
when we need help."  
She is so nice.  Like, every time we have questions you can text her, or even you 
can call her and she will explain the problems that you have really in detail. 
(Interview 22, March 16, 2017) 
 
Because maybe some question we don’t have it in class, and we have it later.  I 
can reach out to her. (Interview 27, March 22, 2017) 
 
 Whenever I had questions, I would just text her, I guess out of class and just ask 
her academic questions.  And during class, she was very helpful.  Whenever there 
was something I didn’t understand, she would just explain it to us as a group. 
(Interview 26, March 21, 2017) 
 
Additionally, students mentioned that their peer leaders seemed to take 
responsibility for them. 
She was really, really helpful, to me at least, maybe to all of our team.  She’s very 
responsible for us. (Interview 18, March 13, 2017) 
 
Artifact validation.  Discussion posts revealed the importance that the students 
experienced when their peer mentors were responsive further corroborating this finding. 
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The big challenge I have this week is the financial analysis project.  When I was 
doing it, a lot of problems that I didn’t know how to solve, so I have just can ask 
my peer coach and use my nighttime to try to get it done.  I have stayed in my 
peer coach’s office until almost 12 o’clock and asked her many questions about 
the project on Wednesday.   (Discussion post, October 21, 2015) 
 
Peer mentor validation.  Several peer mentors reiterated that they responded 
regularly to students via their phones or email, answering questions outside of their 
assigned meeting times. 
You know, being able to text them on a daily basis or if they had problems, you 
are an advisor to them academically, but at the same time, you, I’m just one to 
help constantly as much as I possibly can so whether, whatever I could do to help, 
I wanted to do.  (Peer mentor 8, March 22, 2017) 
 
 Patient.  Five students specifically mentioned that their peer leaders were 
“patient”.  These students seemed to desire extra time for explanations and appreciated 
the slower pace of instruction. 
So, I was kind of confused about in first two months, but after that, like, they gave 
me a lot of help, like, they, they’re very patient.  They don’t try give me hard 
time.  (Interview 23, March 17, 2017) 
 
She was very patient, because I’m at first, I was a little bit confusing about how to 
do the writing for every weekly and she just tell me every single one and very 
clearly. (Interview 10, March 1, 2017) 
 
Peer mentor validation.  Five (50%) peer mentors recognized that working with 
students was not a one-size fits all proposition.  They realized that for many students, it 
was important to pace the instruction appropriately. 
Different approaches worked with different students.  It was important to be 
adaptive. (Peer mentor 9, March 22, 2017) 
 
Results and Interpretations 
This section summarizes the main results that emerged from the findings and 
discusses these findings in light of the literature reviewed.  This study sought to examine 
98 
 
the following problem: Despite the popularity of peer mentoring as a strategy for 
providing successful college transitions within American universities, little is known 
about how Chinese-born undergraduates perceive and experience peer-mentoring 
supports while they acculturate in an American university. 
Result 1: Most Chinese-born freshman undergraduate students valued the support 
they received from their formally assigned peer mentors.  
 
The Chinese-born students’ expressions of gratitude and appreciation for their 
mentors’ support were ubiquitous throughout the research.  Nearly all (96%) of the 
student participants interviewed responded that they found their peer mentors’ support 
beneficial.  Feeling strongly about the value of the service provided to international 
students in the BUSN T 180 program, one peer mentor, Andrew, claimed, “It was one 
thousand billion percent helpful to students.  I can’t express that enough in a number.”  
The Chinese-born students also expressed in a meaningful way the personal importance 
of the mentors’ supports.  “I think it is important from the tip of my heart.” (Interview 9, 
March 1, 2017). Bertram, et al. (2012) reinforces the point that, while Chinese-born 
students may not actively seek social support, they highly valued it when host-country 
students offered it.  Chinese-born students’ emphatically expressed their appreciation in 
the following ways: “That is a great help for international student[s].” (Interview 27, 
March 22, 2017). “She [peer mentor] was really, really helpful to me personally” 
(Interview 18, March 13, 2017); and “I think that’s very helpful, very, very helpful.” 
(Interview 16, March 13, 2017). 
Peer mentors also expressed feelings of deep satisfaction at receiving messages of 
gratitude and appreciation from their international students. Grant, an experienced peer 
mentor, explained it this way:  
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One of the experiences in particular that I do remember was when I would help a 
student and they really appreciated it.  I would get emails and text messages 
saying “thank you very much” and “thank you for this program”.  Having students 
feeling very rewarded by the program was what I remember most.  Not to say that 
didn’t come with difficulties, but even with those difficulties, I feel like the 
students really did have a rewarding experience.  (Peer mentor 10, March 22, 
2017) 
 
Many peer mentors reflected feeling rewarded by such meaningful support to their 
students.  One peer mentor of several years, explained her reason for her continued 
involvement: “I came back because it [being a peer mentor] was so rewarding.  It was the 
most amazing thing that I spent my time doing.”  
Result 2: Deliberate, specific instrumental guidance provided by peer mentors 
helped improve Chinese-born students’ language proficiencies and guided their 
academic Interview 4, February 2, 2016ptations while mitigating acculturative 
stress.  
 
Many academic and socio-cultural differences impact the Chinese-born students’ 
integration and acculturation into American campus life.  More than two thirds (68%) of 
the students interviewed discussed the importance of the specific instrumental support 
they received from their peer mentors. Ye (2006) confirms that international students 
need to make many modifications as they adapt to a new culture.  The areas of assistance 
mentioned by the students in this present study were primarily associated with language 
proficiency, study skills, assignment explanations, textbook utilization, presentation 
practice and academic research.   
Nearly all (98%) of the Chinese-born students interviewed identified language 
barriers as a significant challenge for them.  The students struggled to overcome both the 
speed of professors’ lectures and making translations between English and Mandarin. 
Sharing her challenges, one student explained, “We have to understand that in Chinese 
first, then more transfer our brain to English.  Like no matter how long you learn English, 
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this is a transfer inside of our head.  I think this is one of the hardest things to do.”  One 
student reflected specifically on how working with her peer mentor helped her improve 
her written expression, listening skills and vocabulary: 
The grammar is bad sometimes my (for me) so I write some things that they [peer 
mentor] cannot understand, what is my meaning.  If my thinking is right, they 
[peer mentor] will say, they will tell me how to change it and they will say what is 
wrong with me.  But I think listening skill is already improved compared to when 
I first come here. But after I take her class and sometimes in the meeting, if she 
speak slowly and sometimes the vocabulary is also improved, I can understand 
her meaning. 
 
 Yeh and Inose (2003) support this finding noting that struggling to express their 
academic ability in English may be especially disturbing for international students who 
attained high academic achievement in their home counties.  A peer mentor, specifically 
explained the instructional details she shared with her students related to improving their 
English language proficiency in writing:   
My first two weeks were spent on grammar, and then my other week was spent 
on, say, punctuation; a week after that would be spent on sentence structure.  So, 
each week we were able to work on a specific building blocks for students to 
learn.  And once you have all those building blocks, you know you can submit an 
“A” paper.  And I think weekly, they were able to see their own progression.  And 
I think that was important for them. (Peer mentor 5, March 10, 2017) 
 
Instrumental supports are tangible, specific help students and others provide. 
Nearly two-thirds of the students noted the specific instructional assistance they received 
from their peer mentors, mentioning, organizing assignments and paraphrasing concepts 
as useful skills they learned from their peer mentors.  Steven remarked on the 
organizational support: “He [peer mentor] can help us, tell us, like, how can you do the 
assignment or how can you construct it.”  In recognizing the importance of the 
knowledge reinforcement they received from their peer mentors, students also noted, 
“like, we can get more deeper to the content and from the book” (Interview 13, March 8, 
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2017), and “it’s helping me strong, more stronger remember knowledge” (Interview 23, 
March 17, 2017).   This result aligns with O’Kelly et al. (2015), who found that with 
peer-to-peer learning, there are opportunities for individualized attention and deeper 
knowledge exploration.    
Several students mentioned being confused by American textbook concepts and 
formats but learned to better utilize their textbooks under their peer mentors’ tutelage.  A 
student commented, “I remember we went through the text book with peer leader.  This 
was help because where I’m, like, sitting by myself as a freshman, I probably won’t read 
text by myself.  But she was very helpful like reading through text book with me.”  Peer 
mentors worked with students to make meaning from their textbooks by offering 
additional explanations and encouraging students to paraphrase important terms and 
concepts. Another student commented, “Like some academic words we just, like, for 
BUSN 101, we just remember the definition and, like, [name] told us that we need to 
change it to our own words that we can remember it better.”    
Many students shared that giving presentations intimidated them due to their 
perceived language difficulties and lack of presentation experience.  More than half 
(54%) of the students mentioned that practicing presentations was useful to them.  A 
student noted, “I think public speaks harder for international student because they’re not 
sure about the language, they may be shy and they may be like afraid of speaking because 
they’re not sure they’re talk, other people can’t understand what they’re talk.  So, I think 
that was a great help.” (Interview 27, March 22, 2017) Eight of the ten peer mentors 
interviewed reiterated the importance of presentation practice.  A peer mentor stated 
vigorously, “It’s definitely the number of presentations that the students have to give in 
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BUSN T 180 that’s definitely one of the things that helps students a lot.  And that is one 
of the most beneficial things there is for an international student.  One hundred percent!” 
As Chinese-born students experienced success in their academic adaptations, their 
acculturative stress was mitigated. A student acknowledged that her peer mentor aided 
her when she was feeling overwhelmed: “If you have some stress, you can talk with her 
[peer mentor]” Berry, Trimble, and Olmedo (1986) define acculturative stress as the 
psychological, physical, and social challenges experienced by individuals who are 
acculturating to a new environment.  Strayhorn (2016) reiterates evidence that peer 
mentoring can provide people under stress with meaningful guidance, coaching, and 
advice.  Further, O’Kelly et al., (2015) attest that peer-to-peer learning offers a “safe 
harbor” in which students manage their own learning experiences by exploring, 
practicing and questioning their understanding.   
Result 3: Working closely with a peer mentor, Chinese-born students were better 
able to orient to the university “system,” navigate academic differences and make 
meaningful college connections.  Frequently, the skills and the knowledge acquired 
from their peer mentors served as a cornerstone for their successful college 
adaptations. 
 
More than two-thirds of the Chinese-born students researched noted appreciation 
for the kind of “orientational” support available from their established peer mentors.  
Often surprising to the peer mentors, freshman Chinese-born students had questions 
about many aspects of transitioning to American university life, including things like 
setting up bank accounts, purchasing textbooks and even ordering food.  One student 
described it thusly: “BUSN T 180 is really helpful, because we have totally no idea how 
to study, how to live in the campus and how to talk to our professors.”  Working closely 
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with their peer mentors, students were more easily able to ask the questions which 
supported their college adaptation.   
Hall and Jaugietis (2010) reinforce that peer mentors often help students integrate 
into the university environment.  Many Chinese-born students in this study viewed their 
peer mentors’ sharing of “tips about the university” as very beneficial: “without learn 
how everything works, you will probably have hard time to get into college life” 
(Interview 4, February 2, 2016).  A peer mentor reinforced the necessity of this kind of 
orientation for Chinese-born students, saying, “I don’t think they have a person in their 
lives at this specific university that is native born, per se, or that understands all those 
things and can help them through that [college transition] step-by-step.” Ye (2006) and 
Bertram et al., (2012) both substantiated this finding noting that some international 
students seek advice and guidance along with emotionally supportive communication of 
care and concern as they transition to college.   
Frequently, Chinese-born freshman mentioned being confused and “lost” in the 
academic differences between Chinese and American classroom instruction, student 
participation expectations and the online educational environment.  Chinese international 
students’ instructional backgrounds rely on being compliant in school and remaining 
quiet during class while withholding questions and personal opinions (Bertram et al., 
2012; Wang & Mallinckrodt, 2006).  Almost all of the students (96%) shared that their 
peer mentors helped familiarize and guide them through the university’s academic system 
and within their foundations of business course work.     
She [peer mentor] at the very beginning, because it’s the first time we’re like, 
taking the BUSN 101, and we’re not familiar with the system, of how do the 
Connect [online homework] system, of how doing the homework.  So, at the very 
beginning she got us step-by-step, and showing us how to find information from 
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the text book, gave us how to find the correct answers. (Interview 16, March 13, 
2017) 
 
Many of the Chinese-born students interviewed viewed this “step-by-step” 
instruction and academic orientation as foundational: “I definitely be really thankful for 
this program, because it’s kind of like a base stone for my college life here and it 
introduced me to a lot of different things” (Interview 12, March 8, 2017).  A Chinese-
born international peer mentor, further substantiated that “there is such [a] huge 
educational gap between China’s education system and the US education system, [by] 
having peer coaches to support them, trying to help them fill the gap they adjust more 
quickly.” Authenticating these findings, Wang and Mallinckrodt (2006) noted that for 
international undergraduates at an American university, understanding classroom 
expectations is a key challenge.   
Faculty expectations and communications often confounded the Chinese-born 
students who had previously been taught not to ask questions of their teachers or share 
comments openly during class.  However, with their peer mentors’ tutelage and example, 
many students stated that they were able to better communicate and connect with their 
professors.  One student stated the importance of these educational connections: 
“Otherwise, I don’t like for freshman, it’s kind of really hard for freshman to build a 
connection between the TA and professors, I think.  This program definitely helps us to, 
like, pull us closer to, with, the professors and like to get to know more people, for sure” 
(Interview 12, March 8, 2017).  Chinese-born students remarked that their peer mentors 
acted as a kind of an “intermediary” between them and their professors and that with the 
peer mentor’s model “in front of us,” they could better communicate with their 
professors.  Tinto’s (1975) findings support the importance of these institutional 
105 
 
connections, claiming that successful social integration occurs primarily through informal 
peer group associations and the interaction with faculty and administrative personnel 
within the college.   
Social integration measures the extent to which students adapt communally to 
campus life through peer-group and faculty interactions. Developing a close working 
relationship with their peer mentors four hours a week over two terms seemed to 
strengthen students’ ability to establish vital social connections while navigating 
academic differences.  Strayhorn’s (2016) findings further align with the importance of 
international students’ close working relationships with peer mentors stating that 
mattering to others seems to build lasting connections and that these relationships are the 
“connective tissue” to a student’s college involvement.  College connections formed 
through the relational engagement between Chinese-born students and their assigned peer 
mentors eased the potentially stressful transition to college by helping students to more 
easily integrate into the new college environment. Mallinckrodt and Leong (1992) 
underscore the importance of these peer groups for students noting it is extremely 
challenging for international students to establish adequate social support systems upon 
arriving in the U.S.  
Summing up the perceived long term benefits that students received from the 
program, one experienced peer mentor remarked,  
I think every time that I ran into a student who I hadn’t seen in a while, it always, 
it always amazed me, like students that were or weren’t very academically 
engaged with the program.  They were 100% different when I saw them, just like 
super communicative, so excited to talk and catch up.  Different, basically 
different people and it was kind of night and day, and I don’t know if that is just 
development, the normal trajectory of a student.  I feel that it has some impact 
being involved in BUSN T 180 versus not.  If not academically, then I guess 
social, so a hundred percent, it is beneficial. (Peer mentor 4, March 1, 2017) 
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Result 4: Working with successful, friendly, encouraging, and responsive peer 
mentors helped motivate engaged Chinese-born freshman students and provided 
them with a sense of ease while transitioning to their new academic environment. 
   
The Chinese-born students in this study frequently spoke of admiring their peer 
mentor’s successes in university life.  The peer mentors’ academic and social 
achievements often had a positive effect on their peer-to-peer relationships.  Nearly half 
of the Chinese-born students interviewed noted that their peer mentors’ success and work 
ethic was motivational to them.  Students shared in colorful terms how this success 
inspired them describing their peer mentors as “a benchmark for international students to 
imitate […] a pioneer for international students” (Interview 23, March 17, 2017) and “a 
mountain for me to look up to and really try” (Interview 1, March 1, 2017).  The 
importance of peer mentors’ success was not limited to academics; students also 
mentioned finding their mentors’ college connections as motivating: “So I look up to him 
and I tried to communicate with people more, interact with people more” (Interview 1, 
March 1, 2017).  This response aligns with Jacobi’s (1991) statement that peer mentors 
exert influence and model positive behavior for their mentees, important capacities in 
every student’s academic growth and development.   
While improving academic performance was the platform on which the BUSN T 
180 peer mentor relationships were formed, half the students interviewed noted that it 
was the comfortable, friendly learning environment the peer mentors fostered that 
provided Chinese-born students with a sense of ease within their new academic 
environment.  Additionally, a clear majority (96%) of the students interviewed 
considered their peer coaches to be friends.  These “friendships” appeared to serve an 
important role within the freshman Chinese-born students’ campus lives.  Bodycott 
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(2012) confirms that the psychological function friendship plays is helpful for 
international students who desire to overcome numerous socio-cultural difficulties while 
adapting to American college life.  Additionally, Wilson (2011) claims that international 
students need to extend their socio-cultural “comfort zones” when relating to host 
nationals, thereby increasing their ability to adapt to the complex multinational 
environment that college campuses represent. A key component in this social adaptation 
is the both parties’ willingness to form relationships.  Experienced as friends, the peer 
mentors frequently provided needed host national social connections, which supported 
Chinese-born students’ adaptations to the university environment. 
Nearly half the students interviewed also mentioned that the peer mentors’ 
personal interest had a positive impact on the students’ academic pursuits.  Clutterbuck 
and Lane (2014) confirm that peer mentors can nurture students to evolve by offering 
social supports, which lead students to believe they are esteemed and valued.  One 
student reflected on her peer mentor’s concern: “First of all, she has the heart to support 
her students, so I think that’s a very positive influence on me” (Interview 14, March 10, 
2017). Yei (2006) confirms the importance of the social supports embedded into 
relationships in easing college transitions.  One peer mentor, pondered the importance of 
her personal caring towards her students: “[students] realizing we kind of had an interest 
in them allowed for more comfort and more opening up, and that transferred over into the 
business curriculum [academics].”  This result strongly aligns with Strayhorn (2016) who 
found evidence that mentoring can provide people those under stress with encouragement 
and meaningful support.  As peer mentors encouraged students, these students often 
became more engaged academically.   One student reinforced the importance of her peer 
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mentor’s encouragement by saying, “And the support even from my peer leaders that 
helped it really meant a lot to me.  And would really make my day when someone would 
encourage me.  It was such an essential.”  This finding is also supported by Clutterbuck 
and Lane (2014), who found that as peer mentors encouraged their students, the students 
became more motivated.  Collins et al., (2014) reinforces the point that through relational 
engagement, peer mentors assist with the potentially stressful transition to college by 
helping students adapt to and integrate into the new environment through encouragement.   
Most of the peer mentors involved in this study commented that they endeavored 
to create a casual, comfortable learning environment. A peer mentor stated that in her 
group’s weekly meetings, students “also laughed a lot which is really important in that 
kind of setting.”  Carr et al., (2003) established and studied a support group for female 
Asian students with counselor facilitators, in which students noted that they appreciated 
the “atmosphere of free discussion and the opportunity to have fun” (p. 133). One peer 
mentor in the present study believed that “once they [students] feel comfortable with you, 
they’re bound to succeed.” An international student’s discussion post highlights how 
friendly and comfortable this student felt toward her peer mentor:  
I love my peer coach so much.  She is absolutely helpful and friendly.  We 
reviewed for the test, discussed recent news, and every tiny things happened in 
our life.  It was a great time because we shared the experience as friends. I felt 
super comfortable in every meeting.  It is almost the end of this quarter.  I am so 
happy that vacation is coming but I feel upset due to I am going to miss my 
friends and my peer coach very much. (Discussion post, March 7, 2016) 
 
Nearly forty percent of the Chinese-born students commented on the positive 
affect that their peer mentors’ responsiveness and availability had on their university life: 
“She is so nice.  Like, every time we have questions you can text her, or even you can 
call her and she will explain the problems that you have really in detail” (Interview 22, 
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March 16, 2017).  “She was really, really helpful to me at least.  She’s very responsible 
for us” (Interview 18, March 13, 2017).  Wang and Mallinckrodt (2006) stress that the 
pressure to quickly adjust to cultural educational differences compounds international 
students’ college transitions.  Students in the present study were able to more rapidly 
adapt given their peer mentors’ responsiveness.  A peer mentor substantiated this point: 
“You know, being able to text them on a daily basis or if they had problems, you know 
you’re an advisor to them academically but at the same time, you, I’m just one to help 
constantly as much as I possibly can, so whether, whatever I could do to help, I wanted to 
do.” 
Result 5: Working in small groups led by peer mentors, students were provided a 
safe environment, that enhanced learning and helped them develop meaningful 
language proficiencies.  
 
The basis of the BUSN T 180 wraparound course is small-group instruction, in 
which five to six freshman international students are led by a peer coach/ mentor.  For 
many Chinese-born students, meeting four hours every week, represented their first 
opportunity to experience an active, collaborative team learning environment.  O’Kelly et 
al., (2015) reinforces that the effectiveness of student learning led by well-established, 
knowledgeable peers who are “untethered from the hierarchy inherent in formal 
instruction environments” (p. 163).  They found that the intellectually intimate 
conversation between peers stands in contrast with the instructor’s discourse in the 
classroom (O’Kelly et al., 2015).  Nearly half (43%) of the students in the present study 
mentioned their teams’ importance, though no interview questions related to this issue.  
One discussion post exemplifies student sentiments: “My partners also gave me lots of 
encouragement since I was the most nervous one because I hadn’t presented before.  
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From today’s presentation, I knew how team work important was.”  Another student also 
remarked that she enjoyed her team’s conversations: “I just like the seminar [group] 
conversations going on and help us, like, academically and, like, daily life.”  One 
experienced peer mentor echoed the importance of the team based-learning environment 
in creating a “cohesive unit”:   
My experiences varied per group over the three years that I did it, but a lot of the 
times what I found interesting was that even if we had people from different 
backgrounds, they at first were a little timid, but then as the weeks went on, they 
would definitely become more of a cohesive unit and start helping each other and 
became more of like a family to each other and started hanging out with each 
other outside the group. 
 
 Astin’s (1984) findings reinforce the utilization of student peer groups finding 
that these groups could be consciously used to enhance student academic engagement and 
involvement with the learning process.  As one person commented, the small-group 
format was not only beneficial, but necessary:  
I think the peer coach is definitely necessary because like I think one class have 
like 20 or 25 students; I don’t think one professor could like teach often, like, one 
professor doesn’t have, like, the power for all of them [students], so I think the 
best way is to divide them into five groups and each groups have one peer coach. 
(Interview 24, March 17, 2017) 
 
Chinese-born students frequently remarked on “being shy.” As members of peer-
mentored groups, their social interactions increased which they found both beneficial and 
satisfying.  A Chinese-born student, noted that “there was a lot of interaction between 
students which I really liked because that case I’m kind of shy, so that forced me to 
socialize with different people.”  Strayhorn (2016) reinforces the importance of team 
interactions, claiming, “to fit in, individuals must engage in activities and interactions 
that foster belongingness all in hopes of regaining a sense of acceptance, mattering, and 
inclusion” (p.45).   
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In addition to fostering social connections, the peer-mentored teams also provided 
opportunities for significant language practice.  One-third of the students in the research 
study commented that the “casual” conversations between their teammates and peer 
mentor helped them improve their interpersonal communications skills. Heng (2015) 
states that Chinese-born undergraduates often struggle with the confusing nuances in 
expressive language and with establishing an appropriate communication style.  A 
student underscored the importance of these casual conversations: “This really helps, 
because there’s not much space [opportunities] for us to speak English.”  For many 
Chinese-born students, expressing themselves in English was “risky” but their teammates 
gave them both the opportunity to practice and the encouragement to do so: “Because we 
all Chinese student and we all encourage like each other to be brave enough to talk, so I 
think that was a big help” (Interview 12, March 8, 2017).  Furnham (2004) and Yeh and 
Inose (2003) both reinforce the importance of these frequent peer to peer interactions 
noting that international students who have extensive interactions with host national 
students are more satisfied with their social relationships and experience fewer socio-
cultural adaptive difficulties.  
Result 6: Successful experiences and meaningful relationships with peer mentors 
provided students with a sense of academic and socio-cultural accomplishment, 
which helped boost their confidence. 
 
As students developed under their peer mentors’ guidance, they often felt more 
confident and expressed a real sense of accomplishment.  One third of the students 
conveyed how their experiences with their peer mentors gave them confidence.  When 
asked what influence her peer coach had on her, a student exclaimed, “Confidence!“  
Guilmette (2007) agrees with this finding, noting that as Chinese-born students 
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experience less stress, their cultural confidence increases.  Guilmette (2007) further 
explains the importance of confidence for international students because self-confidence 
has been found to support faster acceptance of new ideas, techniques and values. One 
discussion post chronicled a student’s experience: “I think I am more confident now 
compared to the last week.  I am regular with my studies and my co-curriculars as well.  I 
took advice from my peer leader and altered my routine.” Tinto (1975) reinforces that 
students’ deep emotional commitment to education is a critical element of their academic 
success and the ensuing college connections.  By experiencing academic success under 
their peer mentors’ responsible tutelage, students seemed to recognize and value the peer 
mentors’ role in their academic lives..  
 The peer-to-peer exchanges and instrumental support provided by the peer 
mentors allowed many Chinese-born students to flourish and develop.   One discussion 
post shares vividly the strong positive emotions that a student felt after a successful 
presentation: “Today was a big day because my partners and I presented in front of some 
Dean(s) of the school.  After presenting, I almost cried and I wanted to hug my peer 
coach and thank her.  Whenever we had trouble about the presentation, she could show 
up immediately and helped us out.”  This sense of satisfaction often led to increased 
academic motivation for students as echoed by Friedlander et al., (2007), who state that 
when freshman students successfully adapt to campus life, they deal better with t 
instructional demands and exhibit the motivation to complete academic work.  Further 
reinforcing the importance of the social supports provided by the peer mentors, Bertram, 
et al., (2012) states that Chinese international students lacking social support networks 
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may be less likely to seek assistance for their difficulties, thus leading to further 
internalization of challenges and stress.  
One-third of the students in this study shared that speaking “casually” in English 
with their peer mentors and teammates helped to develop their interpersonal 
communication skills.  According to one student, the opportunities for communication, 
“really helps, because there’s not much space [opportunities] for us to speak English” 
(Interview 9, March 1, 2017).  Another student spoke of the social confidence that she 
experienced by working with her host national peer mentor.  “So as [name] helped me 
and my team, that made me feel more confident.  And, as he would speak and I would 
listen I could pick up words.  And respond like them and try to talk like them.”   The 
active, weekly interactions with their peer mentors created a social support network for 
many Chinese-born students.  The importance of these interactions on student confidence 
is reinforced by research, which notes that when international students are deprived of 
these social support systems, they lack supportive validation for their self-concept and 
self-esteem (Bertram et al., 2012; Yeh & Inose, 2003).   
One of the most beautiful outcomes of international students working with peer 
mentors in the present study was how it created the desire for Chinese-born students to 
“pay it forward” and offer wisdom and support to younger students younger.  Four 
students mentioned how the peer mentors’ model of service motivated them.  A student 
poignantly shared the impact of her peer mentor on her desire to help others:  
 He [peer mentor] taught me it’s important to help people […] [Name] taught me 
that you could spend your time [watching Netflix, [Or] you can spend time with 
your friends and hang out with your classmates.  And if you can hang out with 
others and make them a better person, why don’t you do the second.  So, he 
taught me it was important to help people. (Interview 7, March 1, 2017) 
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Summary 
Chapter 4 describes research findings, illustrated through the Chinese-born 
participants’ voices and discussion posts with validation from their peer mentors.  These 
results were portrayed through the lens of the three literature streams described in 
Chapter 2.  The following six major themes are outlined in the findings: 1) Instructional, 
2) Valuable, 3) Foundational, 4) Friendly, 5) Influential, and 6) Responsive.  Eighteen 
subthemes were identified.  The following findings were explained: 1) Most Chinese-
born freshmen undergraduate students valued the support they received from their 
formally assigned peer mentors; 2) Deliberate, specific instrumental guidance provided 
by peer mentors helped improve Chinese-born students’ language proficiencies and 
guided their academic adaptations while mitigating acculturative stress; 3) Working 
closely with a peer mentor, Chinese-born students were better able to  orient to the 
university “system,” navigate academic differences and make meaningful college 
connections.  Frequently, the skills and the knowledge acquired from their peer mentors 
served as a cornerstone for their successful college adaptations.; 4) Working 
with successful, friendly, encouraging, and responsive peer mentors 
helped motivate engaged Chinese-born freshman students and provided them with 
a sense of ease while transitioning to their new academic environment; 5) Working in 
small groups led by peer mentors, students were provided a safe environment, that 
enhanced learning and helped them develop meaningful language proficiencies, 6) 
Successful experiences and meaningful relationships with peer mentors provided students 
with a sense of academic and socio-cultural accomplishment, which helped boost their 
confidence.   
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Summing up the perceived positive student outcomes, one experienced peer 
mentor stated, 
 I think this program was beneficial to every student who was participating in it, 
because it wasn’t detrimental to anyone in my experience.  I think everyone saw 
an improvement in one way or another.  I don’t know if there was [a] lifting [of] 
grades, I don’t know if that was sustained over several years.  I think language 
had improved, I think social context, and like just culture, acculturation had 
improved.  I think later there was so many, like intangibles that this kind of a 
program addressed. (Peer mentor 4, March 1, 2017) 
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Chapter 5: Conclusions and Recommendations 
Overview 
 The purpose of this research study was to understand how Chinese-born 
international undergraduate students perceive and experience peer-mentoring supports as 
they acculturate into an American university.  The researcher looked for subjective 
accounts from these students about their experiences, along with validation from their 
peer mentors and online journal discussion posts.  This topic is relevant because an in-
depth understanding of this phenomenon could enable university administrators, student 
services staff, advising staff, residential staff, and instructors from universities with 
significant Chinese-born student populations to provide enhanced support to Chinese-
born freshman students as they acculturate into their U.S. universities.    
Implications for American Universities.  For the university, the primary motives for 
the establishment of the BUSN T 180 program was to support student development in 
hopes that it would optimize retention rates (See Appendix A).  The BUSN T 180 
program appears to have accomplished this goal for the students participating in the 
research study.  Early retention rate improvements for international students were 
approximately 20% greater with the BUSN T 180 program.  While the focus of this 
research study was the lived experiences of the Chinese-born students and the influence 
their peer mentors had on them as they acculturated into an American university, it is 
important to note the broader implications for American universities.  When Chinese-
born students have successful college assimilations, it leads to greater student satisfaction 
and increased retention rates, all significant to American universities with international 
student populations. 
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Highlight the unique aspects of the program in the context of what the expectations for 
the program were, vs. what the reality of it was.  For example, the program was 
designed to address curricular and academic aspects, but ended up addressing many of 
students’ personal issues as well.  This suggests that although many of the day to day 
realities of life are covered for international students by other offices at the university 
(e.g., the orientation by the Office of International Student Services, or the English 
Language Center), that these services are perhaps not addressing the students’ needs 
the way the wrap around program seems to be.  Why might this be? 
 
Unique Qualities of the BUSN T 180 program.  When the BUSN T 180 
program was designed the primary goals were a) help students establish effective habits 
of mind and practice that promote discipline-specific engagement and learning and b) 
help students acculturate to an agenda of academic excellence and diversity.  As the 
implemented program evolved, the socio-cultural and acculturative supports became 
more integrated.  As this research supports, the experiences of the Chinese-born students 
included socio-cultural components along with academic adaptations.  At this university 
site, there are many organizations that support the acculturation for international students 
including orientations provided by the office of international student service, language 
proficiency instruction by the English language center and grammar support from the 
writing center.  The question that this begs answering is why did the students benefit 
from the peer mentors and did they also utilize the supports from other campus 
organizations and staff.  This question was not a part of this research study.  Several 
possible answers are worth noting and considering.  The BUSN T 180 program packaged 
the student supports in one location and delivered the assistance in small groups led by 
peer mentors that met weekly.  Additionally, the BUSN T 180 program was an assigned 
academic class that appeared on the students’ schedules.  This was not a voluntary 
activity but a required course.   Bodycott (2012) note that fundamental to many Chinese-
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born freshmen is academic achievement which supported their participation in the 
required BUSN T 180 course.   
Secondarily, as the Chinese-born students faced acculturative challenges, the peer 
mentored supports were readily available to them. Three peer mentors responded 
specifically that it often took several weeks for students to fully engage with the BUSN T 
180 program that further supports the finding that the peer mentored supports were more 
fully utilized weeks into the students’ college transitions. 
It is important to note that success of the BUSN T 180 program hinged on the 
quality of peer mentors and their willingness to actively and positively engage students.  
The peer mentors were invaluable to the BUSN T 180 programs’ success in part because 
peer mentors went above and beyond what was assigned to them.  Recognizing the 
importance of the peer mentors cannot be understated and this aspect of the BUSN T 180 
program may not be replicable.   
Conclusions and Implications 
The qualitative case-study research was conducted through one-on-one 
interviews, focus group interviews, and a review of online discussion posts.  The 
Chinese-born students’ interview transcripts were coded and analyzed for emerging 
patterns and themes.  Peer mentor interview transcripts and online discussion posts were 
likewise coded and analyzed, and they were used to validate and/or contradict findings 
from the 28 Chinese-born student interviews.  The interview protocols focused on 
Chinese-born students’ experiences and perceptions of working with formally assigned 
peer mentors as a part of the supplemental BUSN T180 Foundations of Business course.  
Findings revealed six themes: 1) Instructional, 2) Valuable, 3) Foundational, 4) Friendly, 
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5) Influential, and 6) Responsive.  Based on the findings, the following six results 
emerged:  
1) Most Chinese-born freshman undergraduate students valued the support they 
received from their formally assigned peer mentors.  
2) Peer mentors’ deliberate, specific instrumental guidance helped improve 
Chinese-born students’ language proficiencies and guided their academic 
adaptations while mitigating acculturative stress.  
3) Working closely with peer mentors, Chinese-born students were better able to 
orient to the university system, navigate academic differences, and make 
meaningful college connections.  Frequently, the skills and knowledge they 
acquired from their peer mentors served as a cornerstone for their successful 
college adaptations.  
4) Working with successful, friendly, encouraging, and responsive peer mentors 
helped motivate engaged Chinese-born freshman students and provided them 
with a sense of ease while transitioning to their new academic environment.  
5) Working in small groups led by peer mentors, students were provided a safe 
environment that enhanced learning and helped them develop meaningful 
language proficiencies.  
6) Successful experiences and meaningful relationships with peer mentors 
provided students with a sense of academic and socio-cultural 
accomplishment, which helped boost their confidence.   
This closing chapter presents conclusions, responds to the research questions that 
framed this study, and offers recommendations for practical action and future research. 
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Conclusions 
 The primary focus of this research study was understanding how Chinese-born 
international undergraduate students perceive and experience peer-mentoring supports as 
they acculturate into an American university.  The following primary research question 
framed the study: How do Chinese-born undergraduate students perceive and experience 
peer-mentoring support while they acculturate into an American university?  This main 
question was comprised of four sub-questions: 
a) How do Chinese-born undergraduate students perceive and experience 
peer-mentoring support while they acculturate into an American 
university? 
This study revealed a variety of perceptions and experiences that Chinese-born 
students shared about the peer-mentored support they received.  Students commented that 
their peer-mentored supports were both valuable and foundational to their successful 
college adaptations.  The opportunity to practice English in a relaxed setting and the 
specific instructional guidance peer mentors offered improved students’ language 
proficiencies and academic adaptations.  For many Chinese-born students, the 
encouragement of and friendly relationships with peer mentors eased their college 
transitions by providing a secure social network. Inspired by peer mentors’ academic and 
social successes, many students were motivated to emulate their peer mentors’ behavior 
and work ethic.  The responsiveness of the peer mentors through text messages, the 
Internet, and phone calls further supported students’ adaptations to their new university 
life.    
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Students viewed their peer mentors’ influence as valuable and foundational to 
building college connections and navigating the new academic environment.  Many 
Chinese-born students described feeling “lost and confused” upon arriving at their 
American university.   Peer mentors provided a kind of college “on- boarding” support, 
integrating Chinese-born freshman students into their university’s academic “system”, 
social networks, and campus life, while mitigating acculturative stress through direct 
instruction and an active example.  This peer-mentored support was so important that it 
improved many students’ academic performance and was foundational to their later 
college experiences and successes.  
Students also experienced improvement in written and spoken language 
proficiencies because of their weekly interactions with their peer mentors.  The Chinese-
born students in the research study faced immense challenges in overcoming language 
barriers.  The ability to practice communication skills both informally and academically 
in a safe, small-group environment strengthened students’ skills which increased their 
confidence to participate in class and form friendships with other host-national students.  
The relaxed conversations and the simple act of greeting their peer mentors strengthened 
Chinese-born students’ college connections.  Peer mentors also supported writing 
proficiency.  Each week, the peer mentors delivered instructional guidance that built 
skills related to different writing capacities, including grammar, sentence structure/length, 
use of verb tense, and word usage.  The peer mentors’ patient step-by-step instructional 
progression reinforced Chinese-born students’ development and was well-received by 
academically engaged students.   
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Chinese-born students not only sought advice and guidance, but also emotional 
support. Acculturating to an American university is very stressful for Chinese-born 
students.  The encouragement and care provided by peer mentors helped ease college 
transitions and mitigated acculturative stress for many students.  Students remarked that 
the encouragement they received from their peer mentors was essential, and they were 
grateful for it.  As peer mentors encouraged the Chinese-born students, these students 
became more engaged in all aspects of university life. 
The academic and social successes of their peer mentors also positively 
influenced and motivated the academically engaged Chinese-born students.  Students 
admired their peer mentors’ achievements and work ethic.  As academically motivated 
Chinese-born students esteemed their peer mentors, they persisted in their own personal 
growth and development.   
The weekly peer-mentored meetings were not always academically “serious,” and 
students often laughed and found their interactions to be “fun.”   At times, the peer-
mentored small groups met at restaurants or members would bring treats, which 
reinforced the friendliness of their relationships. Students valued these social connections 
and, at times, their peer mentors were their first host-national friends.  By offering a 
sociable atmosphere to the Chinese-born students, the peer-mentored teams bonded and 
students became engaged in the learning process, thereby easing their college transitions. 
Students also appreciated their peer mentors’ availability and responsiveness.  
They recognized they could call, text, or email their peer mentors with any questions, 
academic or social, and their peer mentors would quickly respond.  This availability of 
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this help and support was highly valued by the transitioning freshmen Chinese-born 
students and allowed them to more quickly adapt to their new university environment.   
b) How do peer mentors describe the influences of their relationships on 
Chinese-born undergraduate students? 
Peer mentors reported seeing developmental improvements in their Chinese-born 
students as they adapted to their college academics through their tutelage. Peer mentors 
were satisfied as their students progressed academically, frequently in significant, 
unexpected ways.  Peer mentors believed it was important for students to realize their 
growth, thereby building self-confidence.  Scaffolding assignments provided by the peer 
mentors improved students’ organizational skills and the ease with which they did 
assignments.  Peer mentors perceived this improvement as both important and efficient 
for their students. 
Peer mentors effectively supported Chinese-born students’ transitions to 
university life.  Chinese-born students were interested in issues like which student 
organizations to join, how to navigate the city, and how to engage in their American 
classrooms.  Peer mentors were a kind of university “GPS for students.”  In some cases 
during early weeks of their small-group meetings, nearly half the time was spent on 
transitional details, such as where to go for vaccines, how to open bank accounts, and 
how to get along with their roommates.   
Peer mentors worked specifically to create a supportive team environment.  This 
comfortable and fun-loving atmosphere for students to practice English eased the 
Chinese-born students’ acculturative stress.  Seeing students respond well to positivity, 
the peer mentors were mindful to provide emotional supports along with academic 
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instruction. Chinese-born students felt safe in their peer-mentored small groups to speak 
English, ask questions, and practice classroom participation.  At times, working in their 
groups with their peer mentors significantly contrasted with the Chinese-born students’ 
exchanges with other host-country national.  Many of these students believed host-
country national students did not want to “interact” with them.  Within the peer-mentored 
teams, students’ cross-cultural confidence was improved.  The “familial” comfort offered 
in the peer-mentored study groups provided students with a secure social base. 
Peer mentors also felt esteemed by their students and utilized this positive image 
to motivate students toward their studies.  Peer mentors were deeply satisfied with their 
students’ growth and development and they expressed gratitude at the students’ messages 
of appreciation.   
Sometimes it took a while for Chinese-born students to build trust with their peer 
mentors within BUSN T180.  Peer mentors stressed that it often took two or three weeks 
for Chinese-born students to understand the program’s purpose and the intent of their 
peer mentors’ support.  Language barriers, the “innate shyness” of some students, and 
students’ confusion with American classroom instruction sometimes negatively impacted 
their willingness to engage in the BUSN T180 program from the beginning.  
Peer mentors did not perceive all Chinese-born students as being academically 
engaged.  Peer mentors estimated a range of 0 to 33% of the Chinese-born students 
participating in the BUSN T180 program appeared to lack serious interest in academic 
pursuits.  Some peer mentors believed that these “academically unmotivated” Chinese-
born students benefited from the social interactions within their BUSN T 180 teams and 
from the specific intstructional supports provided them.  It is possible within the students 
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included in the research study, that most of them were academically motivated.  The 
research included all students currently enrolled in the business college from the 
university, so it is possible that non-academically motivated students may have failed out, 
withdrawn from the university or switched majors.  The potential lack of non-
academically motivated students may have skewed some of the positive nature of the 
student responses from the study.   
However, all peer mentors stressed that the support they offered was beneficial in 
some way. 
c) How do Chinese-born undergraduate students describe the impact of 
peer mentors on their academic adaptation within their American 
universities?   
Academic guidance and instructional support was the most important academic 
influence within the mentor-student relationship.  In their weekly meetings, peer mentors 
shared many specific details related to the American university educational system and 
the foundations of business course (BUSN 101/102).  Explicit instructions related to 
study skills, classroom presentation practice, assignment clarification, textbook 
utilization, and research details were beneficial and improved many students’ academic 
performance.   
While supporting the pedagogical differences between the Chinese and American 
educational systems, peer mentors clarified university academic procedures, such as 
registering for classes, the step-by-step process for reading textbooks, completing 
homework assignments, utilizing online tools, and interacting with professors.  For most 
Chinese-born students who were raised to be quiet in class and to withhold questions and 
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opinions navigating how to engage with their American professors was confounding.  
Through the peer mentors’ instruction and example, students improved their 
communication with their professors.  Students learned to ask worthwhile questions and 
participate in classroom discussions, which helped to “fill the gap between the Chinese 
and U.S. educational systems” (Peer mentor 6, March 16, 2017), thereby easing their 
academic adaptations. 
Peer mentors were available and responsive to students’ questions and concerns 
via text, phone calls, and email.  This readily accessible help strengthened students’ 
academic performance and lessened their confusion over assignments and course content. 
For many of the Chinese-born students, meeting weekly for small-group 
instruction represented their first opportunity to participate in an active collaborative 
team-learning environment.  These cohesive peer-mentored study groups offered a safe 
place for students to ask questions, seek additional detailed explanations, and explore key 
business concepts.   
Delivering classroom presentations intimidated many Chinese-born students 
because of challenges with spoken English and the lack of presentation practice.  
Students’ self-confidence and resulting achievement improved with peer-mentored 
instruction and positive support.  As students experienced success and gained confidence 
academically under their peer mentors’ tutelage, they sought additional academic 
opportunities to develop.  Chinese-born students were persuaded by their peer mentors to 
double-major, study abroad, seek leadership roles within the university, volunteer 
civically, and support other students who needed academic help. 
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d) How do Chinese-born undergraduate students describe the impact of 
peer mentors on their socio-cultural adaptation within their American 
universities?   
Some Chinese-born students spoke of being discriminated against or “shunned” 
by their host-national classmates.  The emotional support available in the peer mentor 
relationships, as well as the opportunity to learn much-needed cross-cultural 
communication and competencies, were strongly valued by Chinese-born students.  In 
securing a satisfying and meaningful relationship with their peer mentors, students gained 
the confidence and skills to connect with other host-national students.  These peer-to-peer 
interactions with their host-national peer mentors gave Chinese-born students greater 
satisfaction in their social relationships while diminishing their socio-cultural adaptive 
difficulties. 
With a stronger sense of confidence in their social connections, Chinese-born 
students were more self-assured and able to grow and develop interpersonally.  This 
socio-cultural confidence provided Chinese-born students with a stronger willingness to 
explore additional college connections, such as joining student organizations and 
sororities/ fraternities or seeking student leadership roles. Peer mentors also supported 
students as they created important college connections and social networks.  Frequently, 
peer mentors introduced their Chinese-born students to other host-nationals and 
university staff.   
Chinese-born students frequently mentioned feeling “shy.”  As a member of a 
peer-mentored group, their social interactions increased.  These vital social connections 
provided students with networking opportunities, chances to practice language skills, and 
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personal encouragement.  The sense of acceptance and belonging students felt in their 
weekly small-group meetings improved their socio-cultural adaptations.   
Navigating the socio-cultural differences in student-to-professor communication 
perplexed many students.  Peer mentors took on an intermediary role between students 
and their professors, which strengthened Chinese-born students’ knowledge of the 
expectations that American professors hold for their students. Having experienced the 
peer mentor support themselves, some Chinese-born students “paid it forward” by 
offering support to younger students or other Chinese-born students. 
Limitations 
The overall conclusions of this study are very positive, however there are 
limitations to be considered.   One of the limitations to this study is that academically 
motivated Chinese-born students benefited the most.  Utilizing information from the peer 
mentors, zero to 33% of the students they worked with seemed to lack the desire to do 
well in BUSN T180.  According to the peer mentors, this lack of motivation was 
attributed to a lack of interest in business or to college in general.  It is possible that 
unmotivated students may not have participated in the research study because they lacked 
interest in responding to an interview, had failed out, withdrawn from the university or 
transferred from of the business college.   
Another limitation is that Chinese-born students are taught to respect elders in 
positions of authority.  It is possible that students were mostly positive out of respect for 
the researcher.  This bias is somewhat mitigated by including the responses from the peer 
mentors as validation. 
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Recommendations 
 Based on this study’s findings, results, and conclusions, the researcher offers the 
following recommendations for university administrators, student services, advising staff, 
residential staff, and instructors from universities with significant Chinese-born student 
populations.  The section closes with recommendations for future research. 
Recommendations for American University Administrators 
With double-digit growth in the admission of Chinese-born students to American 
universities, administrators must understand how to best support this student population, 
ensuring successful academic adaptation and securing enrollment and increasing 
retention rates for Chinese-born students. Based on the study’s findings and results, the 
researcher makes the following recommendations to American university administrators:   
a) Develop a cohesive plan between administrators, faculty, and staff to support 
international students’ college transitions. 
a. Provide a unique, university-wide transition competency course for all 
international incoming freshman students, supported by academically 
successful peer mentors.  The course should focus on academic 
supports and socio-cultural adaptation. 
b. Develop academic and socio-cultural orientation videos and materials 
created by high-performing international students in the students’ 
native languages to view prior to arriving on campus.  The relevance 
and thoroughness of the orientation materials is improved by offering 
successful international students the opportunity to create them. 
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b) Offer comprehensive cross-cultural training for faculty and staff, which 
supports deeper understanding of the challenges faced by international 
students and supports best practices. 
c) Provide a series of academic adaptation training workshops for international 
students given by successful upperclassmen.  The training should include not 
only logistical issues like how to register for classes and choose a major, but 
also academic issues like how to buy and use a textbook, give a presentation, 
communicate with professors, navigate professor expectations, and conduct 
research. 
Recommendations for Student Services Staff  
The goal of student services within higher education is to provide social, cultural, 
and educational opportunities that promote student involvement outside the classroom.  
By better understanding the challenges international freshman students face, student 
services can make adjustments that support better engagement among the international 
student population.  Based on the study findings and results, the researcher makes the 
following recommendations to student services staff: 
a) Offer comprehensive cross-cultural training for all staff to understand the 
challenges faced by international students, which supports best practices. 
b) Furnish international students with specific, detailed orientations to the 
programs offered by student services, including student organizations, Greek 
life, counseling services, and the student learning center. 
c) Provide peer-mentoring services to incoming international freshman students 
to assist campus orientation efforts.  Mentoring services could be provided in 
conjunction with the university’s traditional orientation efforts. 
131 
 
Recommendations for Advising Staff   
The student advising offices at American universities guide students through their 
courses of study by assisting them in registering for classes, navigating study-abroad 
options, completing important forms, and choosing academic majors.  With a better 
understanding of the challenges faced by international freshman students, advising staff 
can adapt their offerings to better support academic adaptations.  Based on the study 
findings and results, the researcher makes the following recommendations to student 
services staff: 
a) Offer specific instructional supports that detail step-by-step requirements for 
registering for classes, securing study abroad positions, and performing other 
basic functions. 
a. Offer instructional videos that provide instructions in Mandarin, 
Spanish and other languages using high-performing international 
students as spokespeople. 
b) Hire advising staff who are fluent in Mandarin, Spanish or other languages 
and assign international students to them. 
c) Provide a hotline answer system staffed by successful upperclassmen who are 
readily available to answer students’ questions via text or phone calls. 
d) Provide a college-specific academic adaptation training for international 
students given by successful upperclassmen students.  The training should 
include college-specific details and available student supports at the 
university. 
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e) Hire peer mentors to support students within the academic advising office as 
student advisors. 
f) Offer detailed documents that outline the university supports available to 
students, including a campus map showing the locations of important support 
services like the writing center, English-language center, student services, 
counseling services, and learning center. 
Recommendations for Residential Staff  
The purpose of residential living at a university is to provide a kind of home away 
for home for students in which they learn the value of living in a diverse community, 
have opportunities to engage with their peers, and form a better connection with the 
broader college campus.  Based on the study’s findings and results, the researcher makes 
the following recommendations to residential staff for working with Chinese students:  
a) Offer comprehensive cross-cultural training for all residential staff to 
understand the adaptive challenges Chinese-born and other international 
students face, which supports best practices. 
b) Offer international students specific, detailed orientation sessions given by 
high-performing residential staff students on how to navigate the campus and 
access student services and how to transition to a college campus. Including 
tasks like banking and accessing phone services, as well as tips for academic 
adaptations, including registering for classes and obtaining email access. 
a. Videotape orientations for later use and make them widely available to 
students. 
133 
 
c) Provide optional weekly peer-mentored study groups led by successful 
upperclassmen for incoming international freshman students to help facilitate 
successful academic adaptation and campus orientation. 
d) Hire residential staff who possess the characteristics students most value, 
including being fun, caring, compassionate, communicative, successful, 
hardworking, charitable, responsive, responsible, and patient. 
Recommendations for Instructors from universities with Chinese-born students 
 College faculty are uniquely positioned to offer incremental student support to 
their Chinese-born international students.  Based on the study’s findings and results, the 
researcher makes the following recommendations to university instructors who teach at 
universities with Chinese-born students:  
a) Be aware of the significant cultural difference between Chinese and 
American classroom pedagogies, which often restricts Chinese-born 
students’ participation in class discussions, limits their willingness to ask 
questions, and minimizes their interactions with their professors. 
b) Understand the struggles Chinese-born students experience as they adjust 
to their new academic classroom environment and provide encouragement 
to support students’ academic adaptations. 
c) Encourage Chinese-born students to take advantage of university 
resources, such as the writing center, which helps improve English 
grammar and written expression. 
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d) Assign Chinese-born students to knowledgeable, successful peer-mentored 
small groups that offer them an opportunity to practice English, provide 
deliberate instruction, and utilize assignment scaffolds.  
e) Supply students with detailed instructions and rubrics for assignments. 
f) Create opportunities for Chinese-born students to practice presentations 
outside the regular classroom to improve their skills while providing them 
with a safe environment in which to practice. 
g) Prior to team-driven assignments, provide all students with cross-cultural 
competency instruction. 
h) Develop opportunities for peer-to-peer interactions and teamwork to 
strengthen cross-cultural communication between domestic and 
international students. 
Recommendations for Future Research  
a) The results of this study are limited by the fact that all study participants were 
enrolled in the supplemental BUSN T180 program at a large, East Coast 
American university and they were formally assigned peer mentors.  These 
limitations create the possibility for the following range of future research studies: 
a) Replicate this study within the context of residential living by examining 
how resident assistants support the acculturation of Chinese-born students. 
b) Replicate this study with other international student populations to 
understand how peer mentors are experienced by them. 
c) As more and more Chinese-born students attend American high schools, 
replicate this study using high-school students. 
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b) The findings of this study indicate that peer mentors had a positive impact on their 
Chinese-born students.  A study of the cross-cultural impact on peer mentors who 
work with international students could be beneficial in understanding the gains 
these student leaders experienced. 
c)  It is becoming increasingly popular for Chinese-born students to attend U.S. high 
schools prior to attending American universities.  A study of the impact of 
attending U.S. high schools on college transitions could be beneficial in 
understanding if it supports acculturation. 
Summary 
 Chapter 5 presented conclusions, answered the research questions that formed the 
basis for this study, and offered recommendations for practical actions by university 
administrators, student services, advising staff, residential staff, and instructors.  The 
chapter closed with suggestions for future research.   
 It is the researcher’s hope that U.S. university administrators, student services, 
advising staff, residential staff, and instructors will utilize this study to better understand 
the acculturative experiences of Chinese-born freshman students while they are supported 
by peer mentors.  The researcher hopes the findings, results, conclusions, and 
recommendations presented here will offer a positive contribution to the American 
university mission in providing every student with a worthwhile education while 
enhancing the acculturative experiences of Chinese-born students. 
 Through this rigorous research effort, the researcher developed a profound 
understanding of the challenges faced by Chinese-born students as they transitioned to an 
American university.  Additionally, the researcher recognized the substantial impact that 
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peer-mentored support offered these international freshman students.  The researcher has 
gained greater empathy and respect for her Chinese-born students’ academic and socio-
cultural college transitions and a stronger belief that peer mentors have a significant 
positive effect on international students’ acculturation.  The researcher hopes the 
recommendations presented will be seriously considered by U.S. universities who admit 
international Chinese-born students.   
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APPENDIX A: Goals of BUSN T180 Initiative 
 
 
 
 
Through these goals, we enable student success in the BUSN 101/102 sequence and 
beyond. 
 
● Help students establish effective habits of mind and practice that promote 
discipline-specific engagement and learning. 
○ Model and practice the cognitive and non-cognitive strategies and techniques 
which have been shown to increase student productivity and performance. 
■ Scaffold supports and tasks in such a way that encourages students to 
become self-managing. 
■ Teach students to apply reading strategies such as SQ3R or PQRST 
method to BUSN 101/102 text. 
■ Teach students to analyze BUSN 101/102 assignments for purpose (i.e., 
reading with intent). 
■ Provide scaffolded opportunities for students to paraphrase, restate, and 
synthesize BUSN 101/102 information. 
■ Provide scaffolded opportunities for students to synthesize BUSN 101/102 
lecture information together with readings and discussions. 
○ Help students acculturate to the pedagogical demands of BUSN 101/102 
including but not limited to asking questions, class discussion, team-based 
learning, public speaking, and written expression. 
■ Help students understand what it takes to be successful in BUSN 101/102. 
■ Help students understand “how things work” (e.g., navigating BUSN 
101/102 syllabus and BB Learn, seeking help, and talking with 
professors). 
■ Provide scaffolded tasks that promote and support courage and confidence 
of self; and ability to take risks. 
■ Explain and discuss idiomatic and cultural references. 
o Develop awareness of sentence for 
■ ms, lexical choices, and organizational forms for effective writing. 
■ Provided scaffolded opportunities for students to reflect on experiential 
activities from BUSN 101/102. 
■ Provide opportunities that encourage students to articulate a nuanced 
understanding of BUSN 101/102 concepts tied to content learning 
objectives that have been expanded to include cross cultural 
understanding. 
 
● Help students acculturate to an agenda of academic excellence and diversity. 
○ Help students articulate a vision for themselves as learners. 
○ Help students become self-directed, strategic, and collaborative. 
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○ Help students integrate cultural perspectives and funds of knowledge other than 
the norm (including their own informal ways of knowing). 
○ Help students learn to work with and understand people who are not like them. 
○ Help students develop higher order skills such as critical thinking, problem 
solving, self-advocacy; and leadership. 
○ Help students transfer their learning and approaches to new situations, including 
other courses within the discipline. 
 
● Promote development of leadership and global competence within the College of 
Business. 
○ Help Peer Coaches develop facilitation, mentoring, and leadership skills 
(including global competence). 
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APPENDIX B: Online Invitation for Student Participants 
 
 
 
 
Dear (student name): 
I am a doctoral candidate who is conducting interviews as a part of a doctoral 
research study to increase our understanding of how your peer coaches supported 
your transition to Drexel University as a part of the BUSN T 180 course during your 
freshman year.  As an international student, you are in a position to give valuable first 
hand feedback on this program from your own perspective. 
The interview will take around 30 minutes and is very informal.  I am simply trying 
to capture your thoughts and perspective on being an international student who 
participated in the BUSN T 180 course.  You will be interviewed one-on-one in a 
private office in G Hall and your responses to the questions will be kept confidential.  
Each study participant will be assigned a unique number code to help ensure that your 
name and responses are anonymous.   
To encourage the participation in my research, I will be offering a $150 bookstore gift 
card to one lucky participating student.   I will draw the winner of the gift card at the 
end of all of the interviews.  
 More importantly to me and the university, your participation and valued insights 
will add to our research and findings, which could lead to greater public 
understanding of peer mentoring and the needs of freshman international students. 
If you are willing to participate, please email me suggesting a day and time, that suits 
you and I’ll do my best to be available.  If you have any questions, please do not 
hesitate to ask. 
With kind regards, 
 
(interviewer) 
  
146 
 
APPENDIX C: Online Invitation for Peer Mentors 
 
 
Dear (student name): 
I am a doctoral candidate who is conducting interviews as a part of a doctoral 
research study to increase our understanding of how your peer coaches supported the 
transition to Drexel University of international students as a part of the BUSN T 180 
course.  As a former peer coach, you are in a unique position to give valuable first 
hand feedback on this program from your own perspective. 
The focus group interview of 3 or 4 peer coaches will take around one hour and is 
very informal.  I am simply trying to capture your thoughts and perspective on being 
peer coach who participated in the BUSN T 180 program.  You will be interviewed in 
a private office in G Hall and your responses to the questions will be kept 
confidential.  Each study participant will be assigned a unique number code to help 
ensure that your name and responses are anonymous.   
To encourage the participation in my research, I will be offering a $150 bookstore gift 
card to one lucky participating student.   I will draw the winner of the gift card at the 
end of all of the interviews.  
 More importantly to me and the university, your participation and valued insights 
will add to our research and findings, which could lead to greater public 
understanding of peer mentoring and the needs of freshman international students. 
If you are willing to participate, please email me suggesting a day and time, that suits 
you and I’ll do my best to be available.  If you have any questions, please do not 
hesitate to ask. 
With kind regards, 
(interviewer) 
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APPENDIX D: Consent Procedure 
 
 
Prior to beginning the interviews, students will be provided with a copy of an 
informed consent form.  The forms will be discussed in detail so that there was no 
confusion regarding language or the intent of the consent. 
Consent Form 
I am aware that my participation in this interview or focus group is voluntary.  If, for 
any reason, at any time, I wish to stop the session, I may do so without having to give 
an explanation.  I understand the intent and purpose of this research. 
I am aware the data will be used for a research study that will be published as a 
doctoral dissertation.  I have the right to review, comment on, and/or withdraw 
information prior to the final submission of study.  All data gathered in this study is 
confidential and anonymous with respect to my personal identity unless I 
specify/indicate otherwise.   
____I grant permission for the use of this information for academic research 
purposes. 
I grant permission to use one of the following: 
____ My first name only 
____ My full name 
____ Just a pseudonym 
 
 
I will be given a copy of the: 
___ Paper, ____ audiotape, ____ transcribed interview,  
 
Additional conditions for my participation in this research are noted here: 
 
I have read the above form with the understanding that I can withdraw at any time, 
and for whatever reason.  I consent to participate. 
_____________________ ___________________ 
Participant’s signature Date 
_____________________ ___________________ 
Interviewer’s signature Date 
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APPENDIX E: Research Instrument:   
Semi-structured one-on-one interview questions 
 
 
 
 
Time of Interview: ______________________ 
Date:  __________________________ 
Interview Participant: _______________________________ 
Gender:____________________________________________________   
   
Background questions 
What is your hometown in China? 
How old are you? 
What year are you at Drexel? (pre-junior, junior or senior) 
What year did you participate in BUSN T 180?  2014/15 or 2015/16    
What is your current GPA?    
Qualitative questions 
1) I want you to think back to when you first arrived at Drexel University.  What 
were your first impressions? 
2) What were the most difficult aspects of adjusting to life in the U. S. while being a 
freshman business student at Drexel University? 
a. Academic challenges 
b. Social challenges 
c. Cultural challenges 
3) Think back to your experiences within the BUSN T 180 wraparound program.  
What do you remember about it? 
4) Do you remember your peer coach? What do you remember about him or her? 
5) What do you remember about your weekly interactions with your peer coach? 
a) Socially -  
b) Academically –  
6) Talk about your adjustments to XXXXX campus?   
a) Socially/ culturally 
b) Academically 
7) What was the influence of your BUSN T 180 peer coach during that time? 
8) Did you consider your peer coach a friend?  Why or why not?   
9)   If you were to design the ideal class environment for international freshman 
business students, what would it be like?   
a) Would you have peer coaches?  Why or Why not? 
10)   Do you have anything else that you would like for me to know about your 
transition to Drexel University, BUSN T 180 or your peer coach?  Please answer 
in your native language. 
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APPENDIX F: Research Instrument: Semi-structured focus group questions for 
peer coaches 
 
 
 
 
 
Time of Interview: ______________________ 
Date:  __________________________ 
Interview Participant: _______________________________ 
      
Qualitative questions 
1) I want you to think back to when first became a peer coach in BUSN T 180, what 
were your first impressions? 
2) Why did you want to be a peer coach? 
3) Think back to your experiences within the BUSN T 180 wraparound program.  
What do you remember about it? 
4) From your perspective, did you think this program was beneficial to students?  
Please substantiate your responses with examples.   
5) Did you have students that did not benefit from the program?  Why do you think 
that this happened? 
6) What do you remember about your weekly interactions with your students? 
a. Socially – 
b. Academically – 
7) Do you think that you helped your students’ adjustment to Drexel?  Why or why 
not? 
a. Socially/ culturally 
b. Academically 
8) Did you consider your assigned students friends?  Why or why not?   
9) Do you still have contact with your students? 
10) If you were to design the ideal class or environment for international freshman 
business students, what would it be like?   
a. Would you have peer coaches?  Why or Why not? 
11)   Do you have anything else that you would like for me to know about your peer 
coach experience? 
 
